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A Collaborative Inquiry:
Working Together to Make Our Reading Recovery Lessons Culturally Responsive

by

Danielle Hilaski

Under the Direction of Dr. Amy Seely Flint

ABSTRACT
Reading Recovery has changed the academic paths of students around the world.
Although Reading Recovery serves culturally and linguistically diverse students, Clay (2005b)
does not directly address these students in her teaching procedures by detailing how teaching
practices could be adapted for these students to capitalize on their first language or dialect and
their home literacy experiences. The purpose of my study was to examine the professional
development experiences of four Reading Recovery teachers who were working with culturally
and linguistically diverse students. Specifically, I explored the ways the participating teachers’
beliefs and practices were impacted by their participation in a community of practice focused on
developing culturally responsive teaching practices within the framework of Reading Recovery.
The following research questions guided this qualitative inquiry: (1) How does participation in a

professional development focused on theorizing and implementing culturally responsive teaching
practices within the framework of Reading Recovery impact Reading Recovery teachers’ beliefs
about teaching culturally and linguistically diverse Reading Recovery students? (2) How are
Reading Recovery teachers’ instructional practices with culturally and linguistically diverse
students impacted by their participation in professional development focused on learning about
and incorporating students’ linguistic, social, and cultural knowledge into the Reading Recovery
framework? The theoretical frameworks that informed my inquiry were sociocultural theory
(Vygotsky, 1934/1986), communities of practice (Lave & Wenger, 1991; Wenger, McDermott,
& Snyder, 2002), and critical theory (Freire, 1970). Within critical theory, critical race theory
(Ladson-Billings, 1998; Yosso, Villalpando, Bernal, & Solórzano, 2001) and culturally relevant
pedagogy (Gay, 2010; Ladson-Billings, 1995a, 1995b; Nieto, 2013) further substantiated this
study. Through constant comparative analysis (Charmaz, 2006; Glaser & Strauss, 1967) of data
collected through pre- and post-interviews, bi-weekly professional development sessions and
debriefings, reflective journals, and artifacts, the teachers’ beliefs about their culturally and
linguistically diverse students were explored as well as the way in which teachers’ instructional
practices shifted.
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CHAPTER ONE
INTRODUCTION
Background
Reading Recovery has changed the academic paths of students around the world
(Canadian Institute of Reading Recovery, 2013; Cowles, 2013; New South Wales Department of
Education and Communities, 2011; Reading Recovery Europe, 2013; Reading Recovery Council
of North America, 2013). Many children, who were once labeled as “low achieving,”
“disadvantaged,” or “failing,” by educational systems, perform at or above grade level at the end
of their first grade year due to the successful interventions of Reading Recovery programs
(Askew, Fountas, Lyons, Pinnell, & Schmitt, 1998; RRCNA, 2002; Shwartz, 2005; Shanahan &
Barr, 1995; Wasik & Slavin, 1993; What Works Clearinghouse, 2008). Specifically, What
Works Clearinghouse (2013) found Reading Recovery had positive effects on general reading
achievement and potentially positive effects on alphabetics, reading fluency, and comprehension
for beginning readers. As a Reading Recovery teacher, I have witnessed the exciting
transformation children experience when they are included in Reading Recovery programs.
Many students enter the program defeated and leave as confident readers and writers.
Reading Recovery, developed by Marie Clay in the 1970s, is a short-term intervention
program for first-grade students who have struggled with literacy development after their first
year of formal literacy instruction. In Reading Recovery, students receive daily, one-on-one
reading and writing instruction for 30 minutes for 12 – 20 weeks from a specially trained
Reading Recovery teacher. Each Reading Recovery student receives a uniquely designed
program suited to his/her strengths and weaknesses. Marie Clay outlines recommended
procedures in Literacy Lessons: Designed for Individuals (2005 a,b), but a teacher must select
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the required procedures “for a particular child with a particular problem at a particular moment
in time” (Clay, 2005b, p. 2). Since struggling readers and writers do not follow predictable paths
of progress, teachers must design a series of lessons that are different for each child (Clay,
2005b). Consequently, “there are no set teaching sequences” (Clay, 2005b, p. 2) outlined in
Literacy Lessons: Designed for Individuals. Clay (2005b) posits, “the teacher must be able to
design a superbly sequenced series of lessons determined by the particular child’s competencies
and make highly skilled decisions moment by moment during the lesson” (p.23). Students
discontinue their Reading Recovery programs when they meet grade-level reading and writing
expectations and demonstrate literacy independence in the classroom. Students who do not meet
grade-level expectations after 20 weeks are referred to a new support system.
As a Reading Recovery teacher in a Title One school, I frequently served culturally and
linguistically diverse students using the Reading Recovery model. Many of these students were
emerging as readers and writers in their second language. Clay developed the Reading Recovery
program with culturally and linguistically diverse students in mind having field tested the
program with Maori and Pacific Island children in New Zealand (Clay, 1993; Clay, 2009). Clay
(2005a) acknowledges second language learners in Reading Recovery programs when she states,
Children who come to school speaking any language will have a preparation for literacy
learning that is to be valued, whatever the prior language is….We need to see them as
competent children who speak and problem-solve well in their first culture and who are
lucky to be learning a second language while they are young and active language learners
(p. 6).
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When analyzing my daily lessons and running records for culturally and linguistically diverse
students, I wondered if I was getting a complete picture. If I was only looking at trends in
reading and writing behaviors, could I build upon all the strengths of my students?
Clay often indirectly references culturally and linguistically diverse students in her
teaching procedures. In Literacy Lesson: Designed for Individuals, Clay (2005b) directly
references second language learners in section 22, entitled “Children aged five to nine schooled
in another language, who need to make accelerated progress in English” (p. 182 – 183), stating a
second language learner may only be excluded from a Reading Recovery program if he or she is
unable to understand the teacher’s instructions on the Observational Survey tasks. Otherwise,
Clay highlights the individuality of students’ reading and writing knowledge, behaviors, and
processing rather than referencing culturally and linguistically diverse students specifically. For
example in section 10, entitled “Finding and using the information in the print: developing the
brain’s activities on texts,” Clay (2005b) explains that when children are engaged in extensive
problem-solving they are utilizing “their theories of the world and their theories of how to work
with written language” (p. 100). This example demonstrates that Clay recognizes the different
theories of the world children possess and their impacts on students’ reading and writing
processing. Clay (2005b) provides specific instructions for ways teachers can adapt students’
programs if they have limited letter or word knowledge, a limited knowledge of stories, difficulty
remembering, habituated behaviors that block reading and writing learning, and sequencing
difficulties. She also details teaching procedures that expose students to new language structures
and unfamiliar concepts within the context of reading continuous texts.
Clay does not directly address culturally and linguistically diverse students in her
teaching procedures by detailing how teaching practices could be adapted for these students to
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capitalize on their first language or dialect and their home literacy experiences. Clay (1998,
2005a, 2005b) describes ways to accommodate diversity rather than utilize students’ funds of
knowledge associated with this diversity.
Although there are no additional guidelines or instructions in Literacy Lesson: Designed
for Individuals, Clay (1998) insists, “Once in the program, their [children from non-majority
backgrounds] cultural and linguistic diversity can be accommodated because the planning and
delivery of instruction are on an individual basis” (p. 230). Based on their observations in daily
lessons, Reading Recovery teachers create a customized program for each child that builds on his
or her individual strengths. Clay (2002) explains that Reading Recovery teachers of struggling
readers should be astutely aware of the reading processes that students control.
However, Compton-Lilly (2008, 2011, 2015) argues that to support culturally and racially
diverse students in becoming capable, independent readers, teachers must look beyond students’
reading processes to also consider their cultural backgrounds, funds of knowledge, and ways of
being. Ways of being, according to Compton-Lilly (2008), “captures the social and cultural
dimensions that affect literacy learning” (p. 668) including “values, attitudes, beliefs, feelings,
experiences, and relationships that children bring to literacy learning” (p.668) that are “enmeshed
in complex relationships with race, culture, class, language practices, media practices, and
literacy practices” (p. 669). Clay (1998) addresses this notion of ways of being when she
necessitates that Reading Recovery instruction should build upon a child’s prior knowledge,
which she defines as “all the images, language patterns, social relations, and personal
experiences that a student relies on to make sense of something new” (Clay, 1998, p. 237). To
build upon students’ prior knowledge, Clay argues that teachers must provide culturally
responsive literacy instruction.
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Though Clay acknowledges the importance of students’ cultural and experiential
diversity, she does not explicitly explain how Reading Recovery teachers can identify and utilize
students’ prior knowledge within the Reading Recovery framework. Compton-Lilly (2006)
recognizes similar limitations of Clay’s Literacy Lesson: Designed for Individuals, “While she
references the importance of teachers attending to cultural and experiential diversity, her primary
interests are the perceptual and cognitive challenges that accompany learning” (p. 58). Although
Compton-Lilly (2015) recognizes that cognitive processing is the main focus of Reading
Recovery, with less attention to linguistic and cultural differences, she recognizes that “Reading
Recovery leaves the door open to attending to cultural difference” (p. 402). However, ComptonLilly (2015) argues this responsibility is left to the individual teacher.
As I continued to read related research and professional literature, I have discovered the
multiple ways for children to learn to read. I realized that there is more to consider than a child’s
scores on Reading Recovery’s Observational Survey of Early Literacy Achievement. The
Observational Survey “provides a systematic way of capturing early reading and writing
behaviors and is the primary assessment tool used in Reading Recovery” (RRCNA, 2001), but it
does not provide information about students' sociocultural backgrounds, home literacy, or native
language. If I am to personalize each student’s Reading Recovery program as outlined by Clay
and provide culturally responsive literacy instruction, should I not be considering these factors?
Similarly, Ashdown and Simic (2000) acknowledge the importance of students’ individual
characteristics in their Reading Recovery program by suggesting future research studies on
Reading Recovery should examine the influence of student characteristics, such as ethnicity,
race, socioeconomic status, cultural background, and the characteristics of students’ native
language, on the students’ performance in their Reading Recovery programs.
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Significance and Rationale for My Study
Literacy Development
Research indicates children’s literacy learning begins at home (Evans, Shaw, & Bell,
2000; Marvin & Gaffney 1999; Van Steensel 2006; Winn Tutwiler, 2005) making this
knowledge invaluable for school learning. Winn Tutwiler (2005) notes, “the home is not only
the first site for learning knowledge and skills; it is also the place where children learn how to
learn” (p.186). From their first days, children learn to co-construct meaning as they take part in
exchanging attention with their caregiver (Halliday, 2004). As children develop language, the
meanings tied to the words are socially situated based on their home experiences (Bruner, 1983;
Gee, 2004). Hence, children’s first literacy experiences occur informally by observing and
participating in literacy activities in their homes (Marvin & Gaffney 1999; Van Steensel, 2006).
As children are immersed in literacy in their homes and communities, they begin to
develop concepts of reading and writing. Through experiences and interactions in the home,
children come to understand the purpose of literacy and the value it holds. Hannon (1995)
explains, “The family’s literacy values and practices will shape the course of the child’s literacy
development in terms of opportunities, recognition, interaction and models available to them” (p.
104). Therefore, children do not enter school as empty vessels. They are full of knowledge and
experiences regarding how to learn, who they are, and what it means to be literate. When this
knowledge is acknowledged and utilized through culturally responsive teaching, children’s
school experience will be more meaningful, more engaging, and, as a result, more successful.
Mismatch Between Home and School
Since “teachers, students and parents construct their own models and definitions of
literacy, and sanction particular understandings, norms and expectations, and roles that define
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what it means to be literate” (Cairney, 2002, p. 159), students can face a mismatch between
home and school literacy (Au, 1980; Cairney, 2002; Heath, 1989; Li, 2007; Potter, 2007/2008;
Schulz & Kantor, 2005; Taylor & Dorsey-Gaines, 1988). In American schools, literacy and
literate behaviors continue to be defined by white, Eurocentric, middle-class communities
(Gonzalez, Moll, & Amanti, 2005; Taylor, Bernhard, Garg, & Cummins, 2008). The
monocultural, monlinguistic curriculum in schools accepts the mainstream conception of
literacy. However, the student population is drastically changing from a largely white,
European-American population to one that is extremely diverse (Nieto, 2013). The Condition of
Education (Aud et al., 2012) reported that 45 percent of students attending schools in the United
States are of color (Latinos/as, African-American, Asian-American, American Indians, biracial
and multiracial students). While the student population becomes increasingly diverse, the
teaching population remains largely composed of white, European-American teachers (Nieto,
2013). Gutierrez (2000) notes, “The teaching force today neither reflects the student population
of many communities nor understands the particular sociocultural practices of the school’s
surrounding community” (p. 291). Thus, teachers with little personal or professional experience
with diverse student populations (Nieto, 2013; Gutierrez, 2000) in addition to monocultural,
monolinguistic curriculum compounds the cultural mismatch between teachers and their
students. Consequently, diverse students and their parents are viewed in terms of their deficits
rather than their linguistic and cultural capital. Schools often fail to recognize the literate
abilities a child develops at home.
In Growing Up Literate, Taylor and Dorsey-Gaines (1988) describe this mismatch that
occurs between home and school literacy. Although the children in the study are, according to
Taylor and Dorsey-Gaines (1988), “active members of their print community in which literacy is
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used for a wide variety of social, technical and aesthetic purposes, for a wide variety of
audiences, in a wide variety of situations” (p. 200), they are failing in school. Since they are
being measured by discrete, narrowly defined skills, their complex cognitive and social abilities
are not considered relevant to their school learning. Therefore, the variability in school
achievement is not reflective of students’ capabilities but reflects the mismatch between school
resources, instructional practices and the cultural practices of the home (Potter, 2007/2008). As
a result, highly literate children at home may feel powerless and inadequate at school because
their definition of literacy conflicts with their school learning. Students, facing this mismatch
between home and school literacy practices, often sacrifice their cultural and linguistic identities
in order to assimilate into school ways.
Reading Recovery provides one-on-one reading and writing instruction giving teachers
the flexibility to customize a student’s program to their specific needs and ability. However,
Reading Recovery students could still face a mismatch between home and school if their
Reading Recovery teachers are not thinking specifically about the students’ cultural and
linguistic strengths as well as their home literacy practices. If Reading Recovery teachers are
provided opportunities to think about and explore students’ cultural and linguistic backgrounds
and their home literacy practices through professional development, cultural mismatches could
be lessened or even avoided.
Effects of Cultural Mismatch Between Home and School
Schools often fail to consider the unique social and cultural experiences of their students
with, sometimes, devastating results (Au, 2008; Cairney, 2002; Kutz, 1998; Li, 2007; Schulz &
Kantor, 2005; Souto-Manning, 2006). Li (2007) notes, “Historically public education has
concentrated on school knowledge and paid little attention to students’ personal and cultural
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knowledge – concepts, explanations, and interpretations that students derive from personal
experiences in their homes, families, and community cultures” (p. 2). Teachers, consequently,
may form inaccurate perceptions of their students’ capabilities and miss opportunities to
accelerate their literacy development when they ignore their students’ racial identities and unique
cultural beliefs, perceptions, values, and worldviews (Compton-Lilly, 2015).
Researchers agree that teachers’ negative perceptions and expectations of their minority
students perpetuate educational inequalities (Au, 2008; Kutz, 1998). Teachers who exhibit
negative attitudes toward speakers of non-standard English lower their academic expectations for
these children. For that reason, teachers often “dumb down” the curriculum by teaching isolated,
lower level skills that are often presented in pre-packaged literacy programs (Au, 2008; Kutz,
1998). In turn, students are deprived of educational opportunities and fall victim to the
“Matthew Effect,” a phenomenon where the rich get richer and the poor get poorer (Stanovich,
2004). Spear-Swerling (2004) further explains, “Good readers are more likely than poor readers
to have a wide array of experiences that further encourage and foster reading” (p. 548).
Conversely, a student with non-standard discourse and literacy practices who receives poor
quality instruction is guaranteed continued failure in school.
Students, confronted with a mismatch between their home and school literacy practices,
either become resistant to literacy learning that threatens their cultural identities or succumb to
“subtractive schooling” (Valenzuela, 1999) where they sacrifice their cultural identity and beliefs
to adapt to those of the school (Au, 2008; Cairney, 2002; Kutz, 1998; Valenzuela, 1999). This
difficult choice is described by Cairney (2002),
When there is a mismatch between the definition and significance of literacy as they are
represented in a person’s cultural identity and in the learning situation, the individual is
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faced with a choice. Either they adopt the perspective of the school and risk undermining
their cultural identity, or resist the externally imposed activities at the risk of becoming
alienated from school (p. 160).
This resistance is evidenced in Valenzuela’s (1999) study: Subtractive Schooling: U.S.Mexican Youth and the Politics of Caring. Alienated from the uninteresting, irrelevant and testdriven curriculum, students from this study resist their “cultural and linguistic eradication” (p.
62) and thus become psychologically and emotionally withdrawn from school. Au (2008)
explains that students may show their resistance as a way to distance themselves from the
mainstream ways by ignoring the teacher, refusing to participate, behaving inappropriately in
class, not completing assignments, or not attending school. Failure in school is often the
outcome. On the other hand, students wanting to succeed in school must sacrifice their cultural
conceptions of literacy to accept the mainstream school and literacy practices. Cultural
mismatches between teachers and students can also strain classroom interactions undermining
the literacy learning of students whose home cultures does not promote that of the school (SoutoManning, 2006). When teachers fail to scaffold or validate students’ ways of thinking and
speaking, students may also become resistant.
In Reading Recovery, Clay maintains students receive a customized series of lessons
suited to their specific strengths and weaknesses. However, Clay does not specifically address
culturally and linguistically diverse students in Literacy Lesson: Designed for Individuals
(2005a,b). Reading Recovery teachers, as a result, may not consider these strengths when
designing students’ Reading Recovery programs. If Reading Recovery programs acknowledge
and utilize all of students’ strengths, including their cultural and linguistic ones, cultural
mismatches could be avoided allowing students to thrive both personally and academically.
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Bridging Home and School
Creating a bridge between home and school is vital for the academic success of culturally
diverse students. Hence, teachers must learn about their students’ cultural and linguistic
backgrounds so as to form bridges between home and school. According to Li (2007), “Teachers
first need to gather information about the cultural and linguistic backgrounds of second language
children…Gaining this background information will help teachers better communicate with the
children to facilitate their initial adaption to the classroom community” (p. 27). Moll, Amanti,
Neff, and Gonzalez (1992) developed the Funds of Knowledge project as a way to encourage
teachers to investigate the body of knowledge and experiences present in students’ homes to
counteract the traditional methodologies and curricula in school and to account for students’
multiple spheres of knowing in the school setting. Theorizing household practices helped
teachers to comprehend the contexts of students’ experiences. Teachers, as a result, gained a
deeper understanding of the complexities of students’ lives (Gonzalez, Moll, & Amanti, 2005).
Teachers as researchers have opportunities to understand students’ cultures and learn what
counts as knowledge in the children’s homes and communities and thus make informed
pedagogical decisions (New, 2003).
Forming partnerships with parents enables teachers to learn more about children’s
backgrounds, and it allows them to provide a culturally responsive curriculum bridging home
and school literacies (Baker et al., 1996; Barone & Hong Xu, 2008; Borba, 2004; Edwards,
Porter & Norman, 2009; Gonzalez, Moll, & Amanti, 2005; Kirk, 2001; McNaughton, 1999;
Schulz & Kantor, 2005; Winn Tutwiler, 2005). In the Funds of Knowledge project, teachers
began to view “households as repositories for knowledge” (Messing, 2005, p. 186) that can be
used to shape a more meaningful school curriculum. As they participated in monthly study
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group meetings, teachers collaboratively sifted through household resources and discovered
elements that could be used for math, science, language arts and integrated units. Students, as a
result, benefited from more meaningful instruction that built on their prior knowledge.
Au (2009/2010) agrees that culturally responsive teaching practices can increase
students’ opportunities for academic success by utilizing their existing strengths and interests as
a bridge to the new learning offered by the school. For the Kamehameha Early Education
Program (KEEP) in Hawaii, Au developed a method for teaching reading that aligned more
closely with the Hawaiian culture. Teachers, participating in KEEP, constructed reading lessons
that engaged students in discussions surrounding their related personal experiences and
encouraged a collaborative, overlapping, turn-taking, interactional structure that closely
resembled the Hawaiian talk story (Au, 1980; Au & Jordan, 1981). For both the Funds of
Knowledge project and KEEP, the students benefitted from more meaningful instruction that
built on their prior knowledge and bridged home and school. Since students’ home literacy
practices may not be “immediately recognizable” to teachers of a different racial or cultural
background (Compton-Lilly & Gregory, 2012, p. 466), it is important that teachers dedicate the
time and effort to learning about their students’ backgrounds. When this inquiry occurs, teachers
are able to provide culturally responsive instruction as well as validate students’ home
knowledge and experiences (Barone & Hong Xu, 2008; Gonzalez, Moll, & Amanti, 2005).
Teachers who learn about the cultural and linguistic backgrounds of their students often
experience personal and professional transformation (Gonzalez, Moll, & Amanti, 2005; New,
2003; Schulz & Kantor, 2005). In the Funds of Knowledge project, teachers questioned
previously unacknowledged assumptions about their students and, in the end, they rejected their
former beliefs that students lack worthwhile knowledge and experience. As teachers learned
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more about their students and families, traditional hierarchical relationships were replaced by
collaborative partnerships built on mutual trust and respect. Consequently, participating teachers
constructed new identities as teachers, learners, and researchers causing their critical
examination of roles and practices in the classroom and the larger school curricula. The
knowledge acquired by engaging parents in conversations about their cultural beliefs and
experiences facilitated the personal and professional transformation needed for teachers to
develop culturally responsive instruction for their students.
The Funds of Knowledge project (Moll, Amanti, Neff, & Gonzalez, 1992) and the KEEP
project (Au, 2009/2010) demonstrate that when teachers dedicate the time and effort to learn
about, and utilize, students’ cultural and linguistic backgrounds and home literacy practices,
students are provided more meaningful instruction that validates their cultural and linguistic
identity, parents engage in more collaborative relationships with teachers, and teachers
reconsider their roles and teaching practices in relation to the particular students they teach.
While both projects yielded powerful results, teachers were supported in their efforts to
implement culturally responsive instruction. Gay (2010) agrees professional development is
needed for inservice teachers attempting to implement culturally responsive teaching.
Specifically, she suggests teachers need professional development to acquire “knowledge of
ethnic diversity and culturally responsive teaching” (Gay, 2010, p. 246).
Research Purpose and Questions
The purpose of my study was to examine the professional development experiences of
four Reading Recovery teachers who were working with culturally and linguistically diverse
students. Specifically, I explored the ways the participating teachers’ beliefs and practices were
shaped by their participation in a community of practice focused on developing culturally
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relevant teaching practices within the framework of Reading Recovery. The following research
questions guided this qualitative inquiry:
1. How does participation in a professional development focused on theorizing and
implementing culturally responsive teaching practices within the framework of
Reading Recovery impact Reading Recovery teachers’ beliefs about teaching
culturally and linguistically diverse Reading Recovery students?
2. How are Reading Recovery teachers’ instructional practices with culturally and
linguistically diverse students impacted by their participation in professional
development focused on learning about and incorporating students’ linguistic,
social, and cultural knowledge into the Reading Recovery framework?
Theories that Situate My Study
Multiple theoretical perspectives were used to guide implementation and interpretations.
The theoretical frameworks that informed my inquiry were sociocultural theory (Vygotsky,
1934/1986), communities of practice (Lave & Wenger, 1991; Wenger, McDermott, & Snyder,
2002), and critical theory (Freire, 1970). Within critical theory, critical race theory (LadsonBillings, 1998; Yosso, Villalpando, Bernal, & Solórzano, 2001) and culturally relevant pedagogy
(Gay, 2010; Ladson-Billings, 1995a, 1995b; Nieto, 2013) further substantiate this study. These
theoretical frames grounded my understandings of teaching and learning within a social, cultural,
and historical context. Sociocultural and critical race theories allowed me to consider how
teachers’ social, cultural, and historical contexts impacted their understandings and
interpretations of the world. Sociocultural theory as well as theories of communities of practice
helped me interpret the ways teachers learn and co-construct meaning within a socially-mediated
environment. Critical race theory and culturally relevant pedagogical theory helped me to
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examine the ways teachers identify, analyze, and transform elements of their students’ Reading
Recovery program to reflect their students’ sociocultural histories. These theoretical frames
guided my inquiry.
Sociocultural Theory
Sociocultural theory, based heavily on the work of Vygotsky (1934/1986), maintains that
learning and language development are a result of one’s experiences, dialogue, and social
interactions with others. Vygotsky’s theory of development is built upon the social origin and
cultural mechanisms of development (Eun, 2008, 2010). Vygotsky’s notion of the social origin
of mental functions maintains that “any higher mental function was external and social before it
was internal” (Vygotsky, 1960, p. 197). Believing that “social interaction or social behavior
itself is transformed into mental functions from within via the mediation mechanism” (Eun,
2008, p. 138), Vygotsky asserts that the internalization process arises from social interaction.
Mediation, as defined by Eun (2008), is “the mechanism that underlies the transformation of
those external forms of social interaction to internalized forms of mental functions” (p. 137).
The process of mediation, according to Kozulin (1990, 2003), occurs through material tools,
symbolic systems and/or other people allowing children to learn through imitation, instruction,
and collaboration. Vygotsky’s conception of zone of proximal development (ZPD) epitomizes
the social nature of development such that a child is able to achieve concept formation in
cooperation with an adult. ZPD, as explained by Vygotsky (1983) is “the place at which a
child’s empirically rich but disorganized spontaneous concepts ‘meet’ the systematicity and logic
of adult reasoning” (p. xxxv), thus scaffolding the child to the most proximal development level.
The result of this child-adult cooperation “is a solution, which, being internalized, becomes an
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integral part of the child’s own reasoning” (Vygotsky, 1983, p. xxxv). Social interaction along
with cultural tools molds a child’s development.
Grounded in the work of Vygotsky (1934, 1986), sociocultural theories of literacy
development posit literacy cannot be separated from the social, cultural, and historical context
(Cairney, 2002; Hammberg, 2004; Razfar & Gutierrez, 2003; Souto-Manning 2006, Wang,
Bruce, & Hughes, 2011). Literacy, according to Cairney (2002), is “a set of social practices
situated in sociocultural contexts defined by members of a group through their actions with,
through and about language” (p. 159). When literacy is defined by members of a group or
family, the forms of literacy are varied and numerous. For example, native Hawaiian children
engage in a form of collaborative story telling known as talk story where each child takes a turn
contributing a part to the overall story (Au, 1980). Heath (1989) also describes the importance of
oral language participation in some African-American cultures. Children in her study learned
how to negotiate, interpret, and adapt information as they heard and participated in oral language
performances. As described in the previous examples, individuals socially construct models and
definitions of what it means to be literate based on specific understandings, norms, expectations,
and roles of their families and communities. As Gee (2004) explains, a child learns based on
their home literacy experiences that “people like us are readers like this” (p. 129). Thus, literacy
regardless of its form is equally valid for a particular purpose in a particular context.
When taking a sociocultural approach to literacy, teachers consider how students define
and use literacy beyond school contexts and come to value the prior, informal knowledge that
children acquire in their homes (Alexander & Fox, 2004). As a result, understanding children’s
literacy development requires teachers to explore their students’ cultural, social, and historical
contexts. Teachers that understand literacy as a diverse set of socially-contextualized practices
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are more likely to recognize and validate the various uses of literacy in students’ everyday lives
and the complex knowledge needed to effectively practice literacy. When teachers situate
literacy and learners in all contexts, not just the context of school, teachers may be able to better
tailor their literacy instruction to the needs of diverse students (Perry, 2012).
Communities of Practice
The sociocultural perspective of learning emphasizes the social and cultural context in
which learning occurs assuming individuals make meaning through social interactions. Building
on these Vygotskian notions, the situated perspective maintains learning cannot be achieved or
understood separately from the context in which it occurs (Bell, Maeng, & Binns, 2013; Lave &
Wenger, 1991; McLellan, 1996). Greeno (1997) maintains that the situative perspective
considers processes of thinking as participation in practices of communities and the development
of individuals' identities as learners and thinkers. From this perspective, learning is viewed as “a
pervasive, embodied activity involving the acquisition, maintenance, and transformation of
knowledge through the processes of social interaction” (Contu & Willmont, 2003, p. 285).
Situative theorists, such as Lave and Wenger, explore the types of social engagements that offer
a “proper” context for learning to occur.
Building on the sociocultural perspective that learning is socially and culturally situated,
Lave and Wenger (1991) introduce the concepts of “communities of practice” and “legitimate
peripheral participation” to reflect on what occurs as people collectively work to deepen their
knowledge and expertise. Lave and Wenger (1991) define communities of practice as “a set of
relations among persons, activity, and world, over time and in relation with other tangential and
overlapping communities of practice” (p. 98). Communities of practice do not require copresence, a well-defined, identifiable group, or socially visible boundaries. Instead, its members,
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bound together by the value they find in learning together, participate in this activity system
sharing information, insight, and advice. Over time, they develop a unique perspective on a
body of common knowledge, practices, and approaches. Communities of practice, as a result,
become a “living repository of knowledge” (Wenger, McDermott, & Snyder, 2002, p. 9).
Although communities of practice can vary widely, they all share a basic structure.
Wenger, McDermott, and Snyder (2002) outline the three fundamental elements of a community
of practice: a domain of knowledge, a community of people dedicated to this domain, and the
practice being developed, shared, and maintained by the community. The domain creates
common ground and defines the identity of the community. The domain is the reason that
people come together and provides a guide for learning. It influences the questions that are
asked and the way knowledge is organized. Although the domain consists of issues members
commonly experience, it is not a fixed set of problems. A domain is continually evolving with
the community. The community, as defined by Wenger, McDermott, and Snyder (2002) is “a
group of people who interact, learn together, build relationships, and in the process develop a
sense of belonging to a mutual commitment” (p. 34). As members interact regularly surrounding
issues that impact their domain, members develop a shared understanding of their domain, an
approach to their practice as well as a sense of respect and trust. A community’s practice allows
the community to act as a living curriculum. Shared practice requires the community to create a
baseline of common knowledge both tacit and explicit. This collective product allows members
to work together more effectively, binds the community together, and evolves with the
community. Each element contributes to a community’s ability to steward knowledge.
Legitimate peripheral participation provides the conceptual framework within situated
learning. Specifically, learners become legitimate peripheral participants upon their entry into a
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given community (O’Donnell & Tobbell, 2007). Learners, as peripheral participants, are able to
observe how practitioners at various levels talk and behave allowing them to make sense of what
can be learned through conversation and other activities within the community of practice
(Brown, Collins, & Duguid, 1989; Lave & Wenger, 1991). In this context, newcomers are able
to participate in the practice of an expert but to a lesser degree and responsibility (Hanks, 1991).
As newcomers increase their participation in the “diffusion, reproduction, and transformation of
knowledge-in-practice” (Contu & Willmont, 2003, p. 185), their level of participation moves
from periphery towards centrality and consequently, learning occurs. Individuals, who learn the
skills and the sociocultural practices of the community, achieve full sociocultural participation or
centrality in the community of practice (Curnow, 2013). The underlying premise being the
learning process occurs within a participation framework (Hanks, 1991). Within a community of
practice, individuals develop their identities both in relation to their contributions to the
community's functions and progress and in relation to their activities and growth as individuals.
Since participation in social practices is a sociocultural phenomenon, Lave and Wenger (1991)
claim learning is historically and culturally embedded. Learning, as a result, “becomes a process
distributed across time, place, and activity” (O’Donnell & Tobbell, 2007, p. 315) rather than an
individual event.
Critical Theory
Critical inquiry, in effort to achieve its goals of a just society, freedom, and equity,
questions the assumptions that societies are unproblematically democratic and free and initiates
social action (Crotty, 1998). Aiming to disrupt and challenge the status quo (Kincheloe &
McLaren, 2002), critical theory identifies and deconstructs the hidden assumptions that govern
society specifically highlighting power relationships in order to expose the forces of hegemony
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and injustice (deMarrais & LeCompte, 1999). A criticalist researcher or theorist, accepting that
“thought is fundamentally mediated by power relations that are social in nature and historically
constituted” (Kincheloe & McLaren, 2005, p. 304), recognizes that hegemony cannot be
separated from ideology (Kincheloe & McLaren, 2002). Critical inquiry, as a result, examines
the current structure of society identifying sources of oppressive power that produce inequalities
and human suffering. Believing that as people become aware of the forces of oppression, they
can discover points of leverage within oppressive systems enabling them to transform their lives
(deMarrais & LeCompte, 1999), critical research focuses on productive aspects of power
including empowering and encouraging marginalized people to rethink their sociopolitical roles
and establishing a critical democracy (Kincheloe & McLaren, 2002).
In the United States, a Eurocentric epistemological perspective, based on white privilege,
is deeply embedded in the way the dominant American culture constructs the nature of the world
and one’s experiences in it. This perspective, “founded on covert and overt assumptions
regarding White superiority, territorial expansion, and ‘American’ democratic ideals such as
meritocracy, objectivity, and individuality” (Bernal, 2002, p. 110), is used subconsciously to
interpret their ways of understanding and knowing. Although it is often invisible, this
perspective is viewed as normal and legitimized. Consequently, the experiences, motivations,
aspirations, and views of people of color are ignored and delegitimized. In education, standards
are typically based on this norm, and knowledge that departs from this norm is usually devalued
and subordinated. (Bernal, 2002).
Paulo Freire, best known for his work, Pedagogy of the Oppressed (1970), challenged the
constraints and inequities of traditional institutions (deMarrais & LeCompte, 1999). He argues
that schools often utilize a “banking” concept of education where the students are seen as empty
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vessels requiring teachers to deposit knowledge. Freire (1972) argues that the status quo is
secured when students sit passively in classes receiving information from their teachers.
Alternatively, Freire proposes a pedagogy of the oppressed. Eliminating the teacher/student
dichotomy, teachers and students are simultaneously teaching and being taught as they engage in
dialogue. In dialogical education, both parties become jointly responsible for the learning
process (Crotty, 1998).
Critical race theory. Critical race theory asserts that racism has become “so enmeshed
in the fabric of our social order” (Ladson-Billings, 1998, p. 11) that it is appears normal and
natural in the American culture. Although there is not a common set of methodologies, critical
race theory scholars, are unified by two common interests: “to understand how a regime of White
supremacy and its subordination of people of color have been created and maintained in
America” and to examine the “relationships between that social structure and professed ideas
such as rule of way and ‘equal protection’” (Dunbar, 2008, p. 87). Critical race theory, as a
result, becomes a tool for deconstruction, reconstruction, and construction. It can be used to
deconstruct oppressive structures and discourse in the American culture, to reconstruct human
agency, and construct “equitable and socially just relations of power” (Ladson-Billings, 1998, p.
9).
Critical race theory in education, as defined by Solórzano and Yosso (2000), is “a
framework or set of basic perspectives, methods, and pedagogy that seeks to identify, analyze,
and transform those structural, cultural, and interpersonal aspects of education that maintain the
marginal position and subordination of Students of Color” (p. 42). Solórzano and Yosso (2000)
and colleagues (Yosso, Villalpando, Bernal, & Solórzano, 2001) identify five themes that form
the basic perspectives, research methods, and pedagogy of critical race theory in education
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including: 1) the intercentricity of race and racism; 2) the challenge to dominant ideology; 3) the
commitment to social justice; 4) the centrality of experiential knowledge; and 5) the
interdisciplinary perspective. First, critical race theory is built on the notion that race and racism
are endemic, pervasive, and permanent. By focusing on the intersections of racism with other
forms of subordination, race and racism becomes centrally positioned in education. Critical race
theory challenges traditional claims of the educational system, including objectivity,
meritocracy, color-blindness, race neutrality, and equal opportunity, that serve to mask the selfinterest, power, and privilege of dominant groups. Additionally, critical race theory is
committed to social justice and the elimination of racism by empowering groups who have
experienced subordination. The experiential knowledge of people of color is acknowledged by
critical race theory as being “legitimate, appropriate, and critical to understanding and teaching
about racial subordination in the field of education” (Yosso, Villalpando, Bernal, & Solórzano,
2001, p. 91). As a result, the lived experiences of students of color are viewed as a strength and
incorporated into education through methods such as storytelling, family history, biographies,
scenarios, parables, cuentos, chronicles, and narratives. Lastly, critical race theory utilizes
multiple disciplines, epistemologies, and research approaches to analyze racism and other forms
of subordination (Solórzano & Yosso, 2000; Yosso, Villalpando, Bernal, & Solórzano, 2001).
The monocultural, monlinguistic curriculum present in today’s schools perpetuates the
knowledge and resulting power remain in the hands of the dominant Eurocentric population
further marginalizing students based on race, class, gender, language, accent, phenotype, or
immigrant status (Bernal, 2002; deMarrais & LeCompte, 1999; Ladson-Billings, 1998; Yosso,
Villalpando, Bernal, & Solórzano, 2001). Thus, critical race theory considers the official school
curriculum as “a culturally specific artifact designed to maintain a White supremacist master
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script” (Ladson-Billings, 1998, p. 18) where the histories, experiences, cultures, and languages of
students of color are devalued, misinterpreted, or omitted (Bernal, 2002). Further, LadsonBillings (1998) argues that a race-neutral perspective allows deficit to be viewed as an individual
phenomenon. Instruction, as a result, manifests as a uniform set of standards and skills that
should work for all students allowing shortcomings to be attributed to students, not the
instructional techniques. Critical race theory urges educators scrutinize the programming of
educational systems, curricular development, and resulting barriers to equal education access and
opportunity (Brown-Jeffy & Cooper, 2011).
Culturally relevant pedagogy. While critical race theory provides a framework for
examining educational practices and structures that continue to subordinate groups of people,
Brown-Jeffy and Cooper (2011) attest culturally relevant pedagogy offers a model of theory to
practice and examples of how such instruction can be delivered. For instruction to be culturally
relevant, teachers must assume this critical stance by acknowledging who children are, how they
perceive themselves, and how the world perceives them (Gay, 2010; Ladson-Billings 1995a,
1995b; Nieto, 2013). Culturally responsive instruction teaches “to and through” (Gay, 2010, p.
26) students’ personal and cultural strengths and intellectual capabilities by filtering curriculum
content and teaching strategies through their cultural frames of reference to make the context
more personally meaningful and easier to master. Culturally responsive teachers utilize the
cultural knowledge, prior experiences, frame of reference, and performance styles of ethnically
diverse students to teach academic subjects, processes, and skills (Gay, 2010). Although
culturally relevant pedagogy does not problematize race, it does recognize the value that
experiential knowledge of marginalized groups in understanding and making sense of the world.
When students of color are seen as “holders and creators of knowledge” (Bernal, 2002, p. 105),
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educators can create opportunities to learn from the pedagogies of the home and validate
students’ individual stories within the educational system (Dunbar, 2008; Yosso, Villalpando,
Bernal, & Solórzano, 2001).
Conclusion
As the American population becomes increasingly diverse, educators must find ways to
provide a culturally responsive education to ensure the academic success of all their students.
Reading Recovery is one educational program that serves culturally and linguistically diverse
students and consequently, needs to consider ways to make teaching and learning culturally
responsive. Since the Reading Recovery program is implemented on an individual basis,
Reading Recovery teachers, according to Clay (1998), can customize Reading Recovery lessons
to make a students’ program culturally responsive. Although Clay makes this claim, she
provides limited instructions on specific ways to accomplish this end. This qualitative inquiry
provided Reading Recovery teachers an opportunity to collaborate as a community of practice to
think about, develop, and implement teaching practices that were culturally responsive within the
framework of Reading Recovery.
In the next chapter, I highlight the need for this research study by reviewing pertinent
literature related to teacher beliefs, teacher professional development, and culturally responsive
teaching. I also demonstrate how this study addresses some of the gaps that currently exist in the
literature.
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CHAPTER TWO
REVIEW OF LITERATURE
In this chapter, I provide a thorough overview of research related to teacher beliefs,
specifically how beliefs are acquired, how beliefs impact instruction and interactions between
teachers and students, and how beliefs can be changed. Additionally, I explore the notion of
professional development both here and abroad grounded in the current context of teaching. I
include examples of relevant research that highlight the widespread feelings of frustration and
dissatisfaction that some educators have toward professional development models that are
currently implemented in the United States as well as successful models of professional
development. I then explore the concept of culturally responsive instruction outlining the
evolution of this way of thinking. I summarize current research studies that explore ways in
which culturally responsive teaching is enacted in the classroom making a claim why further
research is needed that focuses on this topic. Finally, I review research that explores
professional development and culturally responsive teaching defining similarities across the
studies.
Teacher Beliefs
Defining Beliefs
Researchers agree that beliefs impact the decisions individuals will make throughout their
life (Bandura, 1986; Dewey, 1933; Rokeach, 1968). Three disciplines, anthropology, social
psychology, and philosophy, have contributed to the understanding of beliefs. Although the
concept of belief varies slightly based on the discipline, Richardson (1996) suggests there are
similarities among these three disciplines in that “beliefs are thought of as psychologically held
understandings, premises, or propositions about the world that are felt to be true” (p. 103).
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Goodenough (1963) adds that beliefs are used as guides for assessing the future, making
decisions, and passing judgments. Pajares (1992), drawing on the works of Nespor (1987) and
Abelson (1979), identifies four feature characteristics of beliefs including existential
presumption, alternativitity, affective and evaluative loading, and episodic structure. First,
existential presumptions are the indisputable, personal truths about one’s physical and social
reality. They are formed unconsciously through chance, a significant experience, or chain of
events, and thus, they exist beyond one’s control or knowledge. Beliefs, according to Nespor
(1987), have a strong affective and evaluative component in that they “influence the ways
individuals characterize phenomena, make sense of the world, and estimate covariation”
(Pajares, 1992, p. 310), and they function independently of cognition. In addition, beliefs are
stored in one’s episodic memory where information is obtained from experience or “cultural
sources of knowledge transmission” (Pajares, 1992, p. 310), which is also known as folklore.
Since beliefs are episodic in structure, Goodman (1988) and Calderhead and Robson (1991)
ascertain that individuals filter new information through intuitive screens or guiding images that
influence their interpretation and utilization. Thus, beliefs screen, redefine, distort, and/or
reshape subsequent thinking and information processing, and consequently, they bias the
comprehension of all subsequent events.
Differentiating Beliefs from Knowledge and Attitude
Attitudes and beliefs, although sometimes confused and used interchangeably in
empirical research, are two separate mental states that influence one’s actions. Allport (1967)
defines attitude as “a mental and neural state of readiness, organized through experience,
exerting or dynamic influence upon the individual’s response to all objects and situations with
which it is related” (p. 103). Fishbein (1967) differentiates between attitude and belief by
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limiting attitude to the affective component and beliefs to the cognitive. Conversely, Rokeach
(1968), a social psychologist, includes attitude in his definition of beliefs. Attitude, according to
Rokeach (1968), is “a relatively enduring organization of beliefs around an object or situation
predisposing one to respond in some preferential manner” (p. 112). Attitudes and values are
belief substructures that are a part of a belief network. Their strength is determined by their
connectedness to other beliefs. The relationship between attitude and beliefs varies depending
on the theorist and their school of thought.
The distinction between beliefs and knowledge is also dependent on the researcher and
their discipline. By and large, theorists highlight the evaluative nature of belief. Nisbett and
Ross (1980) explain that knowledge schematically organizes cognitive information whereas
belief systems have elements of evaluation and judgment. Richardson (1996) posits that
knowledge is dependent on a “truth condition” in that there is evidence to support the claim and
the larger community has agreed the claim to be true. Therefore, knowledge is open to critical
examination and evaluation. Conversely, beliefs do not require group consensus in terms of its
validity or appropriateness and thus, do not require internal consistency (Pajares, 1992).
Individuals may hold inconsistent beliefs, Green (1971) maintains, because beliefs are stored in
clusters that are protected from one another. Belief systems, consequently, are more inflexible
and less dynamic than knowledge systems. Although some consider knowledge to be the
cognitive outcome of thought and beliefs, Pajares (1992) suggests that “knowledge and beliefs
are inextricably intertwined” (p.325). Furthermore, Nespor (1987) asserts that beliefs are a
stronger predictor of behavior since they are more likely to influence how individuals organize
and define tasks and problems than knowledge.
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Acquisition of Beliefs
Beliefs, according to Pajares (1994), are formed early through the process of cultural
transmission. Van Fleet (1979) explains that cultural transmission is made up of three
components: enculturation, education, and schooling. First, enculturation involves incidental
learning about cultural elements presented in an individual’s personal world that can be
assimilated through observation, participation, and imitation. Next, education includes both
formal and informal learning that are purposely directed to the individual allowing behavior to
develop according to cultural requirements. Lastly, schooling is teaching and learning that
occurs outside the home which enables the individual to integrate others’ ideas and create one’s
own belief system. Similarly, Richardson outlines three categories of experience that influence
the development of beliefs and knowledge about teaching including personal experience,
experience with schooling and instruction, and experience with formal knowledge. Personal
experience, including familial and cultural understandings, ethnic and socioeconomic
background, gender, and religious upbringing, affects learning to teach and teaching.
Experiences with schooling and instruction also impacts teachers’ belief systems. Experience
with formal knowledge can be experienced in school classes, by reading, watching television,
and/or attending religious classes. As individuals encounter new information through these
experiences, they continuously revise their personal theories which later become beliefs.
The earlier a belief is incorporated into the belief structure, the more difficult it is to alter.
Beliefs affect one’s perceptions and the ways in which new information is processed. Since all
new information is filtered through one’s personal belief system, what and how events are
recalled are colored by people’s beliefs resulting in the maintenance of prior beliefs even when
presented with discrediting evidence (Pajares, 1992). According to Nisbett and Ross’ (1980)
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perseverance phenomena, people can unconsciously utilize contradictory evidence to support
their already held beliefs. Therefore, new beliefs are most vulnerable to be disregarded.
Effects of Beliefs
Teachers’ beliefs are important in understanding teachers’ thought processes, classroom
practices, change, and learning to teach. Beliefs about teaching are well established by the time
a student gets to college (Pajares, 1992; Richardson, 1996). Since most grow up in the school
system, they consider themselves insiders. They have, as a result, formed beliefs regarding the
people and practices within classrooms – a phenomenon Lortie (1975) called the apprenticeship
of observation. Similarly, Richardson posits that preservice teachers’ beliefs about teaching and
learning are often based on their life experiences. Although preservice teachers’ philosophies are
loosely formulated, they hold images of teachers that strongly influence their teacher education
programs. Drawing on the works of Black and Ammon (1992) and McDiarmid (1990),
Richardson (1996) claims that preservice teachers often ascribe to a transmissive view of
teaching and adopt more traditional teaching methods where they have control over the goals,
structure, and pace of teaching, while their students assume passive roles in the classroom and
their learning. In other words, the teachers’ responsibility is to bestow knowledge upon their
students and the best techniques for learning content entails memorization contradicting the
constructivist approaches often advocated in their coursework. Therefore, Richardson suggests
that a teacher education program must acknowledge the well-established belief systems of its
students to ensure the program will impact their beliefs about teaching and learning. Although
preservice teachers may express constructivist, humanistic views, these views are often
abandoned for their pre-existing beliefs when they enter the classroom. However, a cooperating
teacher ascribing to a humanistic view can play an instrumental role in helping preservice
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teachers maintain constructivist, humanistic views. A cooperating teacher who holds a
contrasting viewpoint can also cause preservice teachers to confront their beliefs which could
result in a shift in a belief system. If preservice teachers are not asked to confront their beliefs
during their student teaching experience, their beliefs about teaching and learning are likely to
solidify rather than change.
Teachers’ beliefs, acquired through their experience with formal knowledge through their
apprenticeship of observation (Lortie, 1975), impact their knowledge of a subject matter, the
nature of the subject matter, and the ways in which students best learn the subject matter
(Richardson, 1996). Research demonstrates this correlation between teachers’ educational
beliefs and their planning, instructional decisions, and classroom practices. Stipek, Givven,
Salmon, and MacGyves (2001) found teachers who believed that math ability was stable,
adopted a traditional view of teaching mathematics, which included teacher directed instruction
that focused on accuracy and procedures whereas teachers believing that one’s mathematical
ability was malleable used their instruction as a way for students to develop mathematics as a
tool for thought. Similarly, Westwood, Knight, and Redden (1997) suggest teachers ascribing to
the bottom-up model of reading instruction, which emphasizes explicit teaching of word
recognition and decoding, often require students to move through the same specifically designed
reading materials at the same pace. On the other hand, advocates of top-down approaches that
emphasize authentic reading and writing opportunities make cooperation and collaboration
mainstays in their classrooms.
Personal experiences also affect an individual’s beliefs, which subsequently impacts how
one approaches teaching (Richardson, 1996). Lynn, Bacon, Totten, Bridges, and Jennings
(2010), in their study examining teachers' beliefs about African-American male students in a
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low-performing high school, demonstrate the relationship between teachers’ beliefs about their
students and their ability to be effective with them. The authors found that a majority of the
participating teachers blamed the students, their families, and their communities for the minority
achievement gap, and as a result, they demonstrated a lack of faith in their students which, in
turn, impacted their students’ level of engagement and academic success at school. Conversely,
a small group of participating educators identified broader systemic issues and school factors that
contributed to the failure of African-American students and developed specific pedagogical
practices to ensure the success of African-American males in their classrooms. As a result of
their efforts, their students responded positively to the teachers and their instruction.
These studies demonstrate that teachers possess beliefs about what it means to be a
teacher and how students learn that impact their roles as teachers and their classroom
instructional practices. As influential as beliefs are on classroom happenings, it is crucial for
educators to examine their taken-for-granted assumptions and beliefs.
Changing Beliefs
Beliefs can persevere even when presented with contradictions caused by reason, time,
schooling, or experience (Abelson, 1979; Lortie, 1975; Nespor, 1987; Pajares, 1992; Rokeach,
1968). Consequently, changing beliefs during adulthood can prove to be challenging (Pajares,
1992; Richardson, 1996). Beliefs are unlikely to be abandoned or replaced unless the
contradictory information fails to be accommodated within the established belief system. For
this to occur, a person must understand the new information is an anomaly and that it cannot be
reconciled with existing beliefs. In addition, the individual must have the desire to reduce these
inconsistencies, and the assimilations must be perceived as unsuccessful. If an individual is
unaware of these anomalies, it is unlikely for such a conceptual change to occur (Pajares, 1992).
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The connectedness and centrality of belief, according to Rokeach (1968), also affects the
permanence of a belief. The degree of centrality is dependent on the extent to which the belief is
functionally connected or in communication with other beliefs. Beliefs related to one’s
individual identity, shared with others, or learned by direct encounters are more functionally
connected and thus, more central. The more central and connected the belief, the more it will
impact other beliefs, and the more it will resist change.
Teacher beliefs are often held so strongly that teachers may resist changes in curriculum
and methods (Allington and Lie, 1990; Smith and Shepherd, 1988), advice or support from
colleagues, and adaptions in their teaching to better support struggling students (Westwood,
1995). The relationship between teacher beliefs and teaching practices is interactive. While
beliefs are thought to drive action, experiences and reflection on action could yield changes in
and/or additional beliefs (Richardson, 1996). Although beliefs are often difficult to change, the
following studies demonstrate the effects of teachers’ engagement in professional development
on their beliefs and related instructional practices.
Professional development that provides opportunities for teachers to examine their beliefs
in relation to their role as a teacher and their instructional choices can be an effective means for
altering teachers’ beliefs and instructional practices. Tobin (1990) found that a professional
development that encouraged teachers to identify and examine metaphors for their teaching
roles, and the associated beliefs, enabled them to reconceptualize their teaching roles. The
introduction of new metaphors, acting as a vehicle for reflection and change, provided a means
for improving participating teachers’ classroom instructional practices. Similarly, Marx,
Blumenfeld, Krajcik, Blunk, Crawford, Kelly, and Meyer (1994) and others (Marx, Blumenfeld,
Krajcik, & Soloway, 1997) found teachers' beliefs and assumptions require re-examination when
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an instructional innovation is grounded in a theory divergent from that which underlies the
teacher's established practices. The professional development, CEER (collaboration, enactment,
effort, and reflection), addressed teachers' beliefs, knowledge, and experience; the need to
collaborate and reflect on practices; and the importance of contextualizing innovation and
promoting systemic change. Marx et al. (1994) found that professional development that is
based on a dynamic interplay of collaboration, enactment, and reflection could result in changes
in beliefs and practices.
Carrington, Deppeler, and Moss (2010) also found reflection to be key in changing
beliefs. In their study, teacher education students voluntarily participated in a service-learning
program in which they completed service learning in different community organizations that
catered to the needs of diverse students and adults. These students participated in facilitated
reflection and recorded thoughts in an on-going reflection log. The reflection log, scaffolded by
specific questions, was designed to challenge students’ taken-for-granted assumptions and
beliefs about particular groups of students and the nature of schooling and to urge them to
consider their role as educators. The authors concluded that a process of critical reflection,
inquiry, and development enables educators to become aware of their beliefs and the ways their
beliefs impact classroom practices.
In addition to reflection, Turner, Bogner Warzon, and Christensen (2011) found
collaboration to be a necessary component of professional development to change teachers’
beliefs and instructional practices. Through monthly meetings, teachers had opportunities to
problem solve collaboratively. In addition, observations and interviews provided participants
with opportunities for self-reflection.
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While Lee (2004) also emphasized the importance of reflection and collaboration, she
found that changes in beliefs and classroom practices occurred gradually as teachers observed
the successes of students in their classrooms. After reflecting on their personal experiences of
immigration, the teachers became more open to discuss issues of language and culture and their
effects on instruction. Consequently, teachers reframed their instruction to incorporate students’
home and cultural experiences, examples, and artifacts making science accessible and relevant.
As teachers realized the power of merging science instruction with students’ language and
culture, their beliefs about their students and best teaching practices changed.
A common thread weaving through this diverse group of studies is that teachers are able
to change their instructional practices and the underlying beliefs, although a change in beliefs
does not necessarily assure a change in instructional practices or vice versa. These studies
support Clarke and Hollingsworth’s (2002) Interconnected Model of Teacher Professional
Growth that proposes the change process could occur in any of the four domains that encompass
the teacher’s world including: the personal domain (teacher knowledge, beliefs, and attitudes),
the domain of practice (professional experimentation), the domain of consequence (salient
outcomes), and the external domain (sources of information, stimulus, or support). They propose
that teacher change occurs in recurring cycles through the mediating processes of “reflection”
and “enactment” in these domains. These mediating processes allow for a change in one domain
which may trigger a change in another. Based on the conclusions drawn from Clarke and
Hollingsworth, it is important for teacher professional developers to remember that there is no
formulaic method for inducing change. Since the change process is enacted differently for each
person, professional development must offer multiple routes for prompting change: an
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examination of beliefs and practices through critical reflection, opportunities to explore new
instructional approaches in a supported environment, and time and space for change to occur.
In Reading Recovery, teachers are engaged in continuous reflection before, during, and
after a student’s Reading Recovery lesson in order to be immediately responsive to a student’s
particular needs (Clay, 2005a,b). Teachers may reflect on their teaching prompts, the student’s
responses and behaviors, the student’s reading and writing errors, and the extent the student is
establishing independence. In these instances, reflection is used as a means to shift teaching
behaviors to provide students with the most effective, efficient Reading Recovery program.
However, reflection is rarely used in Reading Recovery professional development to examine
teachers’ beliefs and their relation to instructional decisions. Professional development that
facilitates Reading Recovery teachers in reflecting on their beliefs about their culturally and
linguistically diverse students and best literacy practices would provide a means for teachers to
begin thinking about ways to make Reading Recovery lessons culturally responsive. Using the
premise of Clarke and Hollingworth’s (2002) Interconnected Model of Teacher Professional
Growth, the professional development in my study provided teachers opportunities for both
enactment and reflection to facilitate changes in teachers’ beliefs about their culturally and
linguistically diverse students, as well as the teaching decisions and approaches they utilized in
their Reading Recovery lessons; thus filling a gap that currently exists in Reading Recovery
literature.
Professional Development
Context of Professional Development
Teaching is complex and multidimensional. With no cookie cutter or magic formula for
being successful, there is no one right way to behave as a teacher (Bransford, Darling-Hammond,

36

& LePage, 2005; Nieto, 2013). In an “increasingly complex society and rapidly changing,
technology based economy” (Darling-Hammond, 1998), teachers are responsible for educating
an increasingly diverse student population to higher academic standards. Teachers, as a result,
are faced daily with complex decisions that involve high-stake outcomes affecting students’
futures. These outcomes require different and more demanding kinds of knowledge and skills
(Bransford et al., 2005). To make good decisions, teachers can be well-versed in instructional
strategies, learning differences, language and cultural influences, and individual temperaments
and interests. Teachers can apply their knowledge of learning and performance to make on-thespot decisions regarding the students’ needs and the instructional strategies and approaches that
will be most appropriate for each individual learner. (Bransford et al., 2005).
To meet the growing demands, the perception of teachers as a “fixed storehouse of facts”
(Bransford et al., 2005, p. 3) must be abandoned. With the knowledge required of teachers
growing incrementally, it is impossible for a teacher to acquire all necessary knowledge and
skills before entering the classroom (Guskey, 2000; Schleicher, 2011). Instead, learning to teach
needs to be viewed as a career-long process (Flint, Maloch, Leland, 2010). Accordingly,
teachers are seen as “adaptive experts” (Bransford et al., 2005, p. 2) who construct new
knowledge and skills throughout their careers. Teachers, as a “source and creator of knowledge
and skills needed for instruction” (Ball & Cohen, 1999, p. 6), require preparation that extends
beyond “covering the curriculum” (Bransford et al., 2005). Preparation programs, according to
Bransford et al. (2005), must “consider the demands of today’s school in concert with the
growing knowledge base about learning and teaching if they are to support teachers in meeting
these expectations” (p. 2). Smylie (1995) agrees, “We will fail … to improve schooling for
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children until we acknowledge the importance of schools not only as places for teachers to work
but also as places for teachers to learn” (p. 92).
Professional Development Models
The term, professional development, encompasses all types of facilitated learning
(Buysse, Winton, & Rous, 2009). In education, there is no single agreed-upon definition or
shared understanding of this term. Professional development, broadly defined by Maskit (2011),
is a life-long process that occurs throughout their professional career. Guskey (2000) defines
professional development as “those processes and activities designed to enhance the professional
knowledge, skills, and attitudes of educators so that they might, in turn improve the learning of
students” (p. 16). Desimone (2011), drawing on the work of Cohen, McLaughlin, and Talbert
(1993), defines professional development as “activities and interactions that can increase their
knowledge and skills, improve their teaching practice, and contribute to their personal, social,
and emotional growth” (p. 68). The Teaching and Learning International Survey, which
surveyed 70,000 lower secondary teachers and their school principals in 23 countries in 20072008, adopted a broad definition of professional development defining it as “activities that
develop an individuals’ skills, knowledge, expertise, and other characteristics of the teacher”
(Schleicher, 2011, p. 204). The National Professional Development Center on Inclusion (2008)
proposes that professional development is “facilitated teaching and learning experiences that are
transactional and designed to support the acquisition of professional knowledge, skills, and
dispositions as well as the application of this knowledge in practice” (p. 3). Feiman-Nemser
(2001) highlights the ambiguity of the term professional development stating, “On one hand, it
refers to the actual learning opportunities which teachers engage in – their time and place,
content and pedagogy, sponsorship and purpose” but also “refers to the learning that may occur
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when teachers participate in those activities” (p. 1038). Feiman-Nemser, using the latter
perspective, defines professional development as “transformations in teachers’ knowledge,
understandings, skills, and commitments, in what they know and why they are able to do in their
individual practice as well as in their shared responsibilities” (p. 1038). These definitions are
from educators, researchers, and authors in diverse fields both in the United States and abroad.
While the definitions share similar ideals, as related to the goals of professional
development, there is no apparent consensus regarding the means for achieving these ends.
Consequently, the definitions do not specify a form or structure for the implementation of
professional development which allows for both informal and formal modes to count as teachers’
professional development. This lack in consensus often results in a “lack of common vision for
the most effective ways of organizing and implementing professional development” (Buysse et
al., 2009, p. 235). Professional development opportunities, as a result, vary widely, ranging from
single workshops to semester-long academic courses (Buysse et al., 2009; Desimone, 2011;
Schleicher, 2011). With such variability in its form and implementation, educators are likely
subjected to professional development that is provided by a variety of different providers having
a range of qualifications and that lack cohesiveness with respect to the philosophy, context, and
format. These variations often result in uneven and incongruent learning experiences. The
effectiveness of professional development, as a result, varies greatly.
A majority of professional development opportunities offered to teachers utilize
conventional approaches (Feiman-Nemser, 2011; Hawley & Valli, 1999) and as a result, are in
Borko’s (2004) words, “woefully inadequate” (Ball & Cohen, 1999; Borko, 2004; Clarke &
Hollingworth, 2002; Flint, Zisook, & Fisher, 2011; Guskey, 2000; Hawley & Valli, 1999; Hill,
2009; Oper & Pedder, 2011; Sykes, 1999). Often professional development focuses on “district-
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mandated, generic instructional skills of teachers ‘trained’ as individuals by outside experts away
from their job site” (Hawley & Valli, 1999, p. 134). Commonly, this type of professional
development includes professional conferences, district sponsored one-day workshops, and
cascading or ‘train the trainer’ models (Flint et al., 2011). The goal of conventional approaches
to professional development is often dissemination (Feiman-Nemser, 2001).
These types of professional development are based on a training paradigm which utilizes
a banking model. In line with this model, teachers possess a deficit in skill and knowledge that
must be filled by experts (Clarke & Hollingsworth, 2002; Feiman-Nemser, 2001; Flint et al.,
2011). In these types of trainings, Flint et al. (2011) claim that teachers are likely to sit passively
amongst the large audience receiving information from identified experts on strategies,
approaches or the implementation of new curricula, standards, or assessment systems. Teachers,
having little choice in their professional development trajectories (Flint et al., 2011), are often
subjected to a series of brief, unrelated workshops based on current instructional fads (Hawley &
Valli, 1999). Ball and Cohen (1999) maintain that these in-services are rarely based on a
curricular view of teachers’ learning. Consequently, teachers’ professional development
trajectories are often intellectually superficial, disconnected from deep issues of curriculum and
learning, fragmented, and noncumulative (Ball & Cohen, 1999; Feiman-Nemser, 2001; Hawley
& Valli, 1999; Hunt, 2009; Lieberman & Mace, 2008; Wong, Britton, & Ganser, 2005). Despite
the large investment of time, money, and resources, conventional forms of professional
development, that are seen by teachers as “too top-down and too isolated from school and school
classroom realities” (Guskey, 2000), are “not designed to promote complex learning by teachers
or students” (Feiman-Nemser, 2001), and consequently, they fail to “provide the expected
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dividend in teacher learning or increased student achievement outcomes” (Flint et al., 2011, p.
1164).
Unfortunately, since professional development is “rarely viewed as a continuing
enterprise” (Ball & Cohen, 1999, p. 4), most professional development fails to produce the
intended results. Ball and Cohen (1999) attribute this failure to several factors. First, teaching is
seen by many as common sense, most likely due to what Dan Lortie (1975) calls the
“apprenticeship in observation.” Second, sustained learning has historically not been a
requirement for adequate performance in the teaching profession. Third, teacher professional
development often lacks consistency, coherence, and curriculum content which limits its worth
and productivity. This occurs because professional development is not the responsibility of any
one group or agency (Ball & Cohen, 1999). Ball and Cohen (1999) assert, “American education
lacks anything remotely resembling a comprehensive perspective on professional learning,
across time, or over topics or purposes” (p. 4 -5). Lastly, professional development is rarely
viewed as a way to impact instruction. Instead, educational reformers believe that teachers’
practices must change as a result of changes in curriculum, standards, and assessments.
Consequently, learning is expected to just happen (Ball & Cohen, 1999).
Despite the ineffectiveness of professional development programs based on the “deficittraining-mastery” model (Clarke & Hollingsowrth, 2002) to affect teacher change and student
achievement, some professional development efforts have been shown to be highly successful
(Clarke & Hollingsworth, 2002; Flint, Maloch, & Leland, 2010; Guskey, 2000; Hawley & Valli,
1999). Successful models of professional development display a shift in regards to teacher
agency from “programs that change teachers to teachers as active learners shaping their
professional growth through reflective participation in professional development programs and in
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practice” (Clarke & Hollingworth, 2002, p. 948). This new paradigm of staff development,
according to Hawley and Valli (1999) is
a shared, public process; promotes sustained interaction; emphasizes substantive schoolrelated issues; relies on internal expertise; expects teachers to be active participants;
emphasizes the why as well as the how of teaching; articulates a theoretical research
base; and anticipates that lasting change will be a slow process (p. 134).
Recognizing that learning to teach is a career-long endeavor, professional development,
transcending traditional training models, aims to prepare teachers for the reflective, adaptive, and
responsive aspects of teaching (Flint et al., 2010). This type of professional development offers
more than just content knowledge and teaching strategies by also including “preparation in how
to continue to develop professionally and how to negotiate the challenges of teaching in a school
that may be locked into a culture of mediocrity” (Flint et al., 2010, p. 15). Teachers, engaged in
sustained and substantive learning opportunities that are focused on the particulars of teaching,
learning, subject matter, and students, “can deepen [their] knowledge of subject matter and
curriculum, refine their instructional repertoire, hone their inquiry skills, and become critical
colleagues” (Feiman-Nemser, 2001, p. 1042). As a result, professional development is more
meaningful and consequently, more beneficial to teachers when it is collaborative, learning
centered, and grounded in practice (Flint et al., 2011).
Hawley and Valli (1999) outline eight design principles for effective professional
development which are supported by other prominent researchers in the field that have shown to
result in “substantive and lasting changes in knowledge, skills, and behaviors of educators that
strengthen student learning” (p. 137). First, professional development should be guided by the
differences in goals and standards for both student learning and student performance. This type
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of analysis helps in identifying what teachers need to learn to better serve their students. When
professional development is aligned with school improvement priorities and goals, it tends to be
more effective (Darling-Hammond et al., 2009).
Second, professional development should establish teachers as collaborative partners in
their on-going learning. Teachers, in this capacity, are involved in the identification of their
needs and interests as well as in the development of the learning opportunity (Hawley & Valli,
1999; Flint et al., 2011). Sharing their knowledge through a community of practice enables
teachers to establish productive working relationships allowing them to assume roles as both
learners and teachers (Darling-Hammond et al., 2009; Darling-Hammond & McLaughlin, 2011).
Third, Hawley and Valli (1999) assert that professional development should be primarily
school based. Professional development that employs “the local expertise and the collective
wisdom that thoughtful teachers can generate by working together” (Feiman-Nemser, 2001, p.
1042) is contextualized and embedded into the ongoing work of the school (Clarke &
Hollingworth, 2002), allowing schools to become a community of learners. In this context,
professional discussion can be situated in concrete tasks or artifacts of practice (Ball & Cohen,
1999). Darling-Hammond et al. (2009) site that “professional development is most effective
when it addresses, the concrete everyday challenges involved in teaching and learning specific
academic subject matter, rather than focusing on abstract educational principles or teaching
methods taken out of context” (p. 10). Teachers’ classrooms, consequently, become powerful
contexts for learning (Borko, 2004).
Next, professional development should be organized around collaborative problem
solving. Collaborative problem solving often enables teachers to clarify their needs and share
their knowledge and expertise with peers. In an environment based on professional respect,
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teachers are empowered to develop a shared language and understanding of good practice.
Teachers, engaged in critical and thoughtful talk, develop and refine ways to study teaching and
learning (Feiman-Nemser, 2001).
Additionally, professional development should be continuous and ongoing (DarlingHammond et al., 2009; Feiman-Nemser, 2001; Guskey, 2000; Hawley & Valli, 1999). Teachers
must keep abreast of new knowledge and understandings and must constantly analyze the
effectiveness of their current practices, explore alternatives, and make necessary adaptations.
Therefore, professional development should be “an ongoing, job embedded process” such that
“every day presents a variety of learning opportunities” (Guskey, 2000).
Fifth, professional development should include an ongoing evaluation component that
occurs at varying stages of implementation (Hawley & Valli, 1999). Guskey (2000) states that
for professional development to be valuable, worthwhile and productive, information, related to
the pre-established goals, needs to be gathered, analyzed, and meaningfully presented. This
information can then be used to guide other professional development reforms.
Next, Hawley and Valli (1999) assert that professional development should engage
teachers in developing their theoretical understanding. Since one’s theoretical perspectives
“operate and affect the ways in which all human beings see, think about, and respond to the
world” (Tracey & Morrow, 2012, p. 4), decisions about teaching and learning are impacted by
teachers’ theories and beliefs. Professional development that supports teachers in identifying,
describing, and linking their educational and psychological theories to their instructional
practices can optimize the effectiveness of teachers’ classroom instructions by empowering them
to design coordinated and cohesive instructional activities (Gutierrez, 2000; Tracey & Morrow,
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2012). Reflective and situated practice allows teachers to develop more useful and robust
theories of student learning (Gutierrez, 2000).
Lastly, professional development should be a comprehensive change process. Guskey
(2000) recommends having “a clear systemic approach to professional development that
considers both individual and organization development” (p. 21). A clear plan provides teachers
the time and space to make gradual, incremental changes in their teaching that is “guided by a
grand vision beyond the walls of individual classrooms or buildings and focuses clearly on
learning and learners” (Guskey, 2000, p. 38). By thinking big and starting small, change is
“dynamic and large scale, but in practice, it is implemented through a series of smaller steps”
(Guskey, 2000, p. 38).
One model that incorporates many of the principles described by Hawley and Valli
(1999) is Cohen and Ball’s (1999) model of professional education. Cohen and Ball propose that
professional education allows teachers to learn in and through practice. Believing professional
development must be grounded in practice to be meaningful and usable, professional education
provides teachers “experience with tasks and ways of thinking that are fundamental to practice”
(Ball & Cohen, 1999, p. 12). The primary purpose of this model is to “cultivate the knowledge,
skills, and values that will enable teachers to be highly effectively in helping students learn”
(Ball & Cohen, 1999, p. 12). Therefore, this professional approach aims to develop personal
resources by centering learning on critical activities of the profession. Incorporating
documentation of practice, such as students’ work, video recordings of lesson, and curriculum
materials, would enable encounters with a variety of practices and broaden and diversify
teachers’ knowledge. Additionally, investigation of practice is a key element of this approach.
Critical questions about teaching and learning guide investigations, analysis, and criticism
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allowing teachers to use knowledge to learn in and from practice. Such work would be enacted
through teachers’ engagement in “communities of practice” (Lave & Wenger, 1991) and through
their development of professional discourse. Making learning a collective endeavor enables
teachers to “learn from one another, capitalize on existing capability, and thus break down the
traditional isolation of teachers’ work and broaden their opportunities to learn” (Ball & Cohen,
1999, p. 17). Ball and Cohen (1999) encourage teachers to extend their communities of practice
beyond their local circle of colleagues, to include subject matter organizations, study groups, or
university-school partnerships (p. 18). By focusing professional learning on joint professional
study and analysis of teaching and learning, professional development becomes inextricably
linked to the practice of teaching. Although this professional approach to learning has yet to
come to fruition, it would eliminate the fragmented and superficial work that characterizes most
professional development.
Ladson-Billings and Gomez (2001) utilize the communities of practice model to, as
Cohen and Ball suggest, ground teachers’ collaborative work in the context of practice. In the
“Teaching Helping Teachers” project, Ladson-Billings and Gomez (2001) aimed to work with
teachers to form communities of practice where they could “share their own expertise and local
knowledge in an effort to improve their teaching” (p. 676) through monthly discussions focused
on students of concern. By asking critical questions, Ladson-Billings and Gomez allowed
teachers the time and space to talk frankly about their students and encouraged them to think
about the capabilities of their students. Each month, teachers were asked about how they were
supporting the literacy development of these students in regular and deliberate ways. Within
these small, intimate, and ongoing professional communities, teachers were challenged, as well
as supported, to personally invest in the literacy development of all their students. Although
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improving teachers’ knowledge and supporting changes in pedagogical practice was a slow and
painstaking process, Ladson-Billings and Gomez found students benefitted in the end when
professional development was grounded in the context of school.
Professional Development in the Global Context
The decentralized U.S. education system, according to Darling-Hammond (2005),
“produces both exciting innovations and enormous inequalities” (p. 238). As a result, the
majority of teachers in the United States do not receive high-quality professional development
(Porter, Garet, Desimone, Yoon, & Birman, 2000). However, Reading Recovery’s ongoing
professional development, utilizing more systemic approaches to teacher development
commonly adopted by other nations (Darling-Hammond, 2005; Hunt, 2009), has been highly
recognized by that National Staff Development Council and the National Education Association
for its well-defined professional development approaches that are designed to improve teachers’
content knowledge and content-specific pedagogical skills (Bussell, 2002; Simpson &
Montgomery, 2007). Although many professional development opportunities offered to teachers
in the United States are inadequate (Ball & Cohen, 1999; Borko, 2013; Clarke & Hollingworth,
2002; Flint, Zisook, & Fisher, 2011; Guskey, 2000; Hawley & Valli, 1999; Hill, 2009; Oper &
Pedder, 2011; Sykes, 1999), Reading Recovery’s model of professional development provides
teachers with opportunities for sharing, collaboration, and reflection in ways that are jobembedded and continuous, situating itself as a successful professional development model in the
global context.
Specifically, industrial nations that are a part of the Organisation for Economic Cooperation and Development (OECD) provide significantly more opportunities for professional
learning compared to the United States (Darling-Hammond et al., 2009). These countries
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concentrate on “attracting, preparing, and supporting good teachers and nurturing teacher
leadership talent” (Stewart, 2010/2011, p. 16). Professional development in these countries is
built into teachers’ schedules allowing learning activities to be ongoing and sustained. DarlingHammond et al. (2009) note in many European and Asian countries, teachers spend only half of
their working hours providing instruction to students. In South Korea, time dedicated to actively
engaging in instruction is even less - only 35 percent of teachers’ total working time (Kang &
Hong, 2008). Lessening the teaching load allows teachers to devote their non-classroom time to
collaborative planning, meeting with students and parents, observing peers, engaging in action
research, participating in lesson study, and jointly developing curriculum enabling teachers to
complete all work-related tasks at school (Darling-Hammond, 2005; Darling-Hammond et al.,
2009, Kang & Hong, 2008; Stewart, 2010/2011). With ample time for professional learning
structured into the normal work week, teachers in the OECD are more likely to participate in
classroom visits, collaborate on issues of instruction, and participate in collaborative research
than their American counterparts who typically spend 80 percent of working time engaged in
classroom instruction (Darling-Hammond et al., 2009). These countries have developed strong
educational systems, at least in part, due to the high priority placed on teacher professional
development.
Many of these high-achieving nations not only structure the work week to accommodate
daily professional collaboration, but they also dedicate significant resources to professional
development (Darling-Hammond et al, 2009). The Netherlands, Singapore, and Sweden require
teachers to participate in 100 hours of professional development annually in addition to regularly
professional development scheduled into their work week. Similarly, Sweden allocates 104
hours to teachers’ in-service training (OECD, 2005). Teachers in South Korea are required to
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engage in 90 hours of professional learning every three years (Kang & Hong, 2008). On the
other hand, countries such as England and Australia have established national training programs.
The English government, for example, sponsors a country-wide teacher-to-teacher training as
well as provides resources to support the implementation of the national curriculum frameworks
(Darling-Hammond, 2010). Teachers in Australia benefit from the Quality Teacher Programme,
a large-scale government initiative aimed at updating and improving teachers’ skills and
knowledge (Darling-Hammond et al., 2009). These countries dedicate the resources to
professional development knowing both teachers and students benefit from their investment.
Japan and Singapore offer two examples of continuous, substantive teacher professional
development. Japan has established a culture of learning in its educational system. Lesson study
plays a key role in creating and supporting this culture (Darling-Hammond et al., 2009; DarlingHammond, 2010). Lesson study provides professional development to participating teachers
through a systematic inquiry of actual classroom practice (Fernandez, 2002). Teachers
participating in lesson study identify a goal for their students and then collaboratively plan a
written lesson plan. This plan is then taught by one of the teachers in the group while the
remaining teachers observe the lesson taking detailed notes. The group of teachers reconvenes to
discuss the lesson’s strengths and weaknesses, ask questions, and offer suggestions for
improving the lesson. If the teachers decide to revise and reteach this lesson, the group will
create a modified version of the lesson. This lesson will be taught by a second member of the
group and observed by remaining teachers. The teachers will once again share their observations
and reactions. Lesson study typically requires 10 to 15 hours of group meetings over a 3- to 4week period of time. Through this practice, teachers are able to “refine individual lessons,
consult with other teachers and receive feedback based on colleagues’ observations of their
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classroom practice, reflect on their own practice, learn new content and approaches, and build a
culture that emphasizes continuous improvement and collaboration” (Darling-Hammond et al,
2009, p. 16).
Singapore established itself as a learning nation in part due to its many investments in
teacher professional learning (Darling-Hammond, 2010; Darling-Hammond et al., 2009). The
Ministry of Education developed the “Thinking Schools” initiative aiming to “produce life-long
learners by making schools a learning environment for everyone from teachers to policymakers
and having knowledge spiral up and down the system” (Darling-Hammond et al., 2009, p. 170).
The initiative encouraged teachers to engage in teacher-initiated development through sharing,
collaboration, and reflection. The Teacher’s Network is comprised of learning circles, teacherled workshops, conferences, well-being programs, and a website and publication series.
The Teacher’s Network learning circle provides a forum for a small group of teachers
supported by a facilitator to collaboratively identify and solve problems. Teachers, as colearners or critical friends, share their assumptions and personal theories as well as experiment
with new ideas and practices. This open dialogue among participating teachers fosters a sense of
collegiality and encourages them to become reflective practitioners. Since learning circles allow
teachers to solve problems selected by teachers and collaboratively solve them through
reflection, discussion, and action research, teachers feel they are producing rather than just
receiving knowledge. Learning circles are one of the many opportunities teachers in Singapore
have available to them that supports and promotes their professional growth (Darling-Hammond,
2010; Darling-Hammond et al., 2009).
High-performing educational systems around the world demonstrate that structures and
supports are needed to sustain teacher learning and foster job-embedded professional
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development. Acknowledging that “teachers learn by doing, reading, and reflecting…; by
collaborating with other teachers; by looking closely at students and their work; and by sharing
what they see” (Darling-Hammond & McLaughlin, 2011, p. 83), teachers are given the time,
space, and resources for ongoing learning and professional growth. As a result, teachers from
these countries are able to continually improve their practice, ultimately improving student
achievement.
Providing high-quality, effective professional development for teachers, especially in the
area of literacy, is an immense task (Allington, 2001; Duffy & Hoffman, 1999; Johnson &
Altland, 2004). For all children to achieve high levels of literacy requires expert teachers and
schools that are organized to support teachers’ continuous learning (Johnson & Altland, 2004;
Simpson & Montgomery, 2007). Reading Recovery’s ongoing professional development
achieves this end. Schwartz (2006) claims most teachers have found their participation in
Reading Recovery to be the “single most powerful and valuable learning experience of their
professional lives” (p. 49). Reading Recovery’s ongoing professional learning model provides a
context for deep and embedded learning within a community of practice enabling teachers to
develop their conceptual and practical knowledge about how children become literate, to connect
theories of literacy development to teaching practices, to refine their theories of literacy and
literacy instruction, and to make reflective instructional decisions based on observations of
student behaviors (Lyons, 1996; Schwartz, 2006; Simpson & Montgomery, 2007). While
Reading Recovery professional development is highly effective, the emphasis is primarily on
content knowledge and content-specific pedagogical skills, and it rarely addresses teachers’
beliefs and their effects on instruction or ways to customize a Reading Recovery program to
reflect students’ home language and literacy practices. The professional development provided
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in my research utilized already established practices in ongoing Reading Recovery professional
development, but it extended beyond content knowledge and context-specific pedagogical skills
by providing Reading Recovery teachers the time and space to experiment with ways to be
culturally responsive in Reading Recovery, create partnerships with parents, and critically reflect
on their beliefs and practices in order to grow professionally and personally and make culturally
responsive changes in the implementation of Reading Recovery.
Culturally Responsive Pedagogy
The American society is drastically changing from a largely white, European-American
population to one that is extremely diverse (Nieto, 2013). This shift in demographics has
impacted the public schools. The Condition of Education (Aud et al., 2012) reported that 54
percent of the 49.5 million students enrolled in U.S. Schools were white. The percentage of
Hispanic students has nearly doubled since 1990 from 12 percent to 23 percent. Over 5 million
students speak English as a second language and 50 million students are immigrants. While 45
percent of students attending U.S. school are of color (Latinos/as, African-American, AsianAmerican, American Indians, biracial and multiracial students), the teaching population is
largely composed of white, European-American teachers (Nieto, 2013) – only 17 percent of
teachers are teachers of color (Aud et al., 2012). Teachers, as a result, often have little personal
or professional experience with the population that they are expected to teach often leading to a
cultural mismatch between teachers and their students (Au, 1980; Taylor & Dorsey-Gaines,
1988; Heath, 1989; Nieto, 2013; Valenzuela, 1999). Scholars such as Au and Jordan (1981),
Ladson-Billings (1992, 1994, 1995a, 1995b), Irvine (2001), Jordan (1985), Gay (2010), and
Nieto (2013) have proposed a theory of culturally responsive teaching that aims to alleviate this
cultural mismatch by rejecting a cultural deficit paradigm and instead, providing a cultural
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difference explanation. This theory suggests that if schools and teachers reflect and build on
students’ cultural and language strengths, the academic achievement of students from diverse
racial, ethnic, cultural, linguistic, and social-class groups will increase. Culturally responsive
teaching provides teachers with hope and guidance while trying to improve the academic
achievement of their diverse student population (Banks, 2010).
Although terms such as culturally appropriate (Au & Jordan, 1981), culturally congruent
(Mohatt & Erickson, 1981), culturally compatible (Jordan, 1985; Vogt, Jordan, Tharp, 1987),
mitigating cultural discontinuity (Macias, 1987), culturally relevant (Ladson-Billings, 1992,
1994, 1995a, 1995b), culturally sustaining (Paris, 2012), and culturally responsive (Cazden &
Leggett, 1981; Gay, 2010; Irvine & Armento, 2001; Nieto, 2013) hold somewhat different
meaning, Nieto (2013) asserts they convey a similar message: “if teachers are to be effective with
students of diverse backgrounds, they must be knowledgeable about, and attuned to, their
students’ backgrounds, cultures, and experiences and know how to incorporate them into their
curriculum and pedagogy” (p. 137). I first provide a review of these different terms noting the
key research, theorists, and characteristics distinguishing each term. I then provide a review of
research that has focused on culturally responsive instruction in the literacy classroom. Research
on the success of culturally responsive literacy instruction is also examined. Finally, I examine
research focused on professional development on culturally responsive teaching.
Cultural Congruence
In their study of Native Indians in Odawa, Canada, Mohatt and Erickson (1981) utilized
the term cultural congruence when analyzing the extent to which rules by which teaching and
learning are organized in the classroom aligned with rules for organizing interactions in Odawa
homes. In their comparison of Canadian non-Indians and Indians, Mohatt and Erickson assert
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that cultural differences exist but not always overtly. Most differences related to “transparent”
patterns of social behavior. The authors concluded the tempo of teaching, the directness of
teaching, and the structures used by the teacher to stimulate speaking were culturally patterned.
In their study, the Native Indian teacher displayed cultural congruence by accommodating
students’ rates of beginning, doing, and finishing work, addressing students’ through face-to-face
contact, establishing her presence through regular, rhythmic movements, allowing students to
approach her to ask questions, and providing long pauses for student responses. This work
suggests there are culturally congruent ways of accomplishing intellectual focus and classroom
control.
Culturally Appropriate and Culturally Compatible
In their work in the Kamehameha Early Education Program (KEEP), Au and Jordan
(1981) coined the term culturally appropriate, and Vogt, Jordan and Tharp (1987) and Jordan
(1985) utilized the term cultural compatibility in their quest to find better ways of teaching
children of Polynesian-Hawaiian ancestry to read. The researchers proposed that the cultural
differences between the ways the children learned at home and the ways they were expected to
learn in school could be interfering with the children’s reading achievements. In school, native
Hawaiian students experienced instructional situations that were not compatible with the learning
strategies that they were familiar with. Using the students’ natal culture as a guide for selecting
educational program elements, the KEEP program structured the school setting to share features
with familiar settings of the home and community by utilizing learning centers, emphasizing
group-addressed questions, allowing for non-intrusive, non-academic peer interaction, focusing
reading instruction on comprehension, and utilizing positive reinforcement and modeling to
extend attending-to-adult behavior (Jordan, 1985; Vogt, Jordan, & Tharp, 1987). Additionally,
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the format of the reading lesson possessed feature characteristics of linguistic events in Hawaiian
culture, specifically talk story and storytelling, which allowed students to contribute in ways that
were linguistically familiar (Vogt, Jordan, & Tharp, 1987). These features, a socially relevant,
receptive adult, mutual participation, and co-narration, contributed to the responsiveness of the
students. Since the learning of Hawaiian children is “bound in an immediately meaningful
context, usually involving joint participation accompanied by demonstration of a more
competent model” (Vogt, Jordan, & Tharp, 1987, p. 279), the emphasis on comprehension in
reading lessons was culturally compatible.
Mitigating Cultural Discontinuity
Macias (1987) found Papago children, upon their entrance into the Papago Early
Childhood Head Start Program (PECHS), experienced significant cultural discontinuities
between the new, structured school environment and their prior experiences in their home and
reservation community. Macias highlights areas of discontinuity these students experienced at
PECHS, including emphasis on verbal performance, interference with autonomy, and new
cultural experiences. Although the students experienced discontinuity due to the culturally
unfamiliar environment, expectations, and processes of schooling, Macias recognizes the Papago
teachers reduced the “negative impact of discontinuity by incorporating Papago experiences,
values and ways of relating into that experience” (Macias, 1987, p. 372-373). Providing nonverbal activities, offering opportunities to learn by doing, combining a physical activity with a
verbal activity, and teaching through demonstration were ways the teachers acted to mitigate the
discontinuity while also providing students with experiences typical of mainstream education.
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Culturally Relevant
Ladson-Billing (1992, 1995b) claims these previous studies have located the
discontinuity between home and experience in speech and language interactions between the
students and teachers stating, “each locates the source of failure and subsequent failure and
subsequent achievement within the nexus of speech and language interaction patterns of the
teacher and student” (p. 467). Suggesting that student success occurs in the current social
structures present in schools, Ladson-Billings asserts “the goal of education becomes how to ‘fit’
students constructed as ‘other’ by virtue of their race/ethnicity, language, or social class into a
hierarchical structure that is defined as a meritocracy” (p. 467). The terms, culturally congruent,
culturally appropriate, and culturally compatible, according to Ladson-Billings (1995b),
“connote accommodation of student culture to mainstream culture” (p. 467) resulting in the
reproduction of inequalities. Ladson-Billings (1992, 1995a, 1995b), proposing education needs
to be inserting into culture, offers the term, culturally relevant pedagogy.
Ladson-Billings (1995b) along with eight educators in a predominantly AfricanAmerican, low-income elementary school district in Northern California defined dimensions of
culturally relevant teaching. Culturally relevant teaching is “designed to use student culture as
the basis for helping students understand themselves and others, structure social interactions, and
conceptualize knowledge” (Ladson-Billings, 1992, p. 314). Ladson-Billings (1994, 1995a,
1995b) establishes three non-negotiable goals of culturally relevant teaching: 1) academic
success, 2) cultural competence, and 3) the ability to critique the existing social order. Since
literacy, numeracy, technological, social, and political skills are necessary to be active
participants in a democracy, culturally relevant teaching requires teachers to demand, reinforce,
and produce academic excellence in their students. Second, culturally relevant teaching utilizes
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students’ culture as a vehicle for learning, allowing students to maintain their cultural identity
while succeeding academically. Lastly, culturally relevant teaching must develop students’
sociopolitical consciousness allowing them to recognize, understand, and “critique the cultural,
norms, values, mores, and institutions that produce and maintain social inequities” (LadsonBillings, 1995a, p. 162). Although the ways in which these goals materialized in the classroom
were different, all the students in the study experienced academic success because the teachers
utilized culturally relevant teaching practices.
Culturally Sustaining
Most recently, Django Paris (2012) has offered the term, culturally sustaining pedagogy,
as an alternative to such terms as culturally relevant and culturally responsive arguing these
previous terms “do not explicitly enough support the linguistic and cultural dexterity and
plurality necessary for the success and access in our demographically changing U.S. and global
school and communities” (Paris, 2012, p. p. 95). Culturally sustaining theory, according to Paris
(2012), aims to meaningfully sustain and extend the richness of our pluralist society by
supporting students in sustaining the cultural and linguistic competence of their communities as
well as offering access to dominant cultural competence. Based on this line of thinking, the goal
of culturally sustaining pedagogy is to support multilingualism and multiculturalism in practice
and perspective. Paris (2012) maintains that culturally sustaining pedagogy, as a result, must
consider how to sustain languages and cultures not just in traditional ways but also in evolving
ways that are lived and used by contemporary young people. Thus, culturally sustaining
pedagogy sustains “linguistic, literature, and cultural pluralism as a part of the democratic project
of schooling” (Paris, 2012, p. 93).
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Culturally Responsive
Culturally responsive, a term first used by Cazden and Leggett (1981), has become
widely utilized in education (Irvine & Armento, 2001; Gay, 2010; Nieto, 2013). Nieto (2013)
and others (Compton-Lilly & Gregory, 2013) agree culturally responsive pedagogy is not a set of
specific instructional strategies, but rather a “mindset that respects and honors students’ cultures,
experiences, and histories and finds ways to include them in the curriculum” (Nieto, 2013, p. 53).
Gay (2010) adds culturally responsive teaching is a paradigm that runs counter to deficit
perspectives and blaming the victim mentality. Culturally responsive teaching, instead, teaches
“to and through” (Gay, 2010, p. 26) students’ personal and cultural strengths and intellectual
capabilities by filtering curriculum content and teaching strategies through their cultural frames
of reference to make the context more personally meaningful and easier to master. Culturally
responsive teachers utilize the cultural knowledge, prior experiences, frame of reference, and
performance styles of ethnically diverse students to teach academic subjects, processes, and
skills. By utilizing students’ ways of knowing and understanding, culturally responsive
pedagogy “validates, facilitates, liberates, and empowers ethnically diverse students by
simultaneously cultivating their cultural integrity, individual abilities, and academic success”
(Gay, 2010, p. 46).
Irvine and Armento (2001), Gay (2010), and Nieto (2013) agree on several critical
elements that support culturally responsive pedagogy which include: 1) engaging in critical selfreflection; 2) valuing language and culture; 3) holding high expectations and standards for all
students and 4) promoting social justice.
To be culturally responsive, teacher reflection is essential in enacting culturally
responsive pedagogy in the classroom. Nieto (2013) asserts that teachers must first learn about
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themselves both personally and professionally. This inquiry requires teachers to evaluate their
content knowledge and pedagogy as well as their knowledge and interactions with their students.
Teachers, through critical reflection, consider who they are as people and as teachers and how
their identities, experiences, values, assumptions, and biases impact their work with their
students (Nieto, 2013). Gay (2010) adds teachers need to consider the cultural attitudes,
assumptions, mechanisms, rules, and regulations that have impeded their students’ academic
success. Teachers must also explore their privileges and how these privileges impede their
understanding of diverse students. Irvine (2001) adds that teachers through reflection are able to
examine “interplay of context and culture as well as their own behaviors, talents, and
preferences” (p. 11). While confronting one’s strengths and limitations requires serious
assessment, this critical reflection enables teachers to move from dispositions to actions to
become culturally responsive teachers. Teachers, gaining insights about students’ abilities,
preferences, and motivations from their community and home environments, sculpt their
instructional goals, methods, and materials to their students’ cultural experiences and preferred
learning environments.
Culturally responsive teachers consider students’ sociocultural and linguistic
backgrounds to be a rich resource for learning. Acting as “orchestrators of social contexts”
(Gay, 2010, p. 45), these teachers incorporate their students’ cultures in their curriculum and
pedagogy, affirming to students that their language and culture is visible, accepted, and honored
in the classroom (Gay, 2010; Nieto, 2013). Culturally responsive teachers adjust their teaching
processes to make them compatible with students’ sociocultural contexts and frames of reference
of their ethnically diverse students and help their students “translate their cultural competencies
into school learning resources” (Gay, 2010, p. 45). In order to maximize learning opportunities,
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teachers learn about their students – not simply their reading level, previous teachers, or scores
on standardized test, but their school experiences, the ways they learn best, and their dreams for
the future. Culturally responsive teachers also consider students’ sociocultural realities and
sociopolitical conditions by learning about the people they live with, the language(s) they speak,
and the culture they identify with. Learning about one’s students also requires teachers to learn
about students’ families and communities. Reaching out to families in places and ways they feel
comfortable enables teachers to form partnerships with parents. Walking through the community
or attending community events also enables teachers to identify remarkable resources available
to students and infuse them into the curriculum.
Culturally responsive teachers insist on high academic and personal expectations for all
of their students. Gay (2010) asserts culturally responsive teachers make success a nonnegotiable mandate for all their students and commit themselves to making this mandate an
accessible goal. Teachers, as a result, have a high level of confidence for their students, believe
in their students’ potential, and trust every student wants to learn and be successful (Armento,
2001). Although these teachers recognize the challenges their students face, they do not let the
backgrounds of their students decrease their expectations (Nieto, 2013). Students, who are
taught to believe they can succeed in learning tasks, are more willing to pursue success
relentlessly. When culturally responsive teachers are unrelenting in their demands, but also
nurturing and loving, they can empower students to be better human beings and more successful
learners (Gay, 2010; Nieto, 2013). Students, as a result, gain academic competence, personal
confidence, courage, and the will to act (Gay, 2010, p. 34).
Culturally responsive teachers promote social justice. Taking a social justice approach to
teaching requires teachers to become aware of the sociopolitical context of education and
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society, specifically inequality, poverty, racism, and other biases. Teachers, using this
awareness, create a learning environment that promotes critical thinking and supports agency for
social change (Nieto, 2013). In this environment, culturally responsive teaching helps “students
develop the knowledge, skills, and values to become social critics who can make reflective
decisions and implement their decisions in effective personal, social, political, and economic
action” (Banks, 1991, p. 131). Students in culturally responsive classrooms, as a result, learn
“how” the world is, as well as how to investigate the hidden issues within it (Armento, 2001).
Culturally responsive teaching reveals to students that there is no absolute truth or authority
empowering students to “find their own voices, to contextualize issues in multiple cultural
perspectives, to engage in more ways of knowing and thinking, and to become more active
participants in shaping their own learning” (Gay, 2010, p. 38). When teachers develop the
“social consciousness, intellectual critique, and political and personal and efficacy in students”
(Gay, 2010, p. 37), culturally responsive teaching “challenges, confronts, and disrupts
misconceptions, untruths, and stereotypes that lead to or exacerbate structural inequality and
discrimination (Nieto, 2013, p. 21). Culturally responsive teaching, as a result, is both
transformative and emancipatory for students (Gay, 2010).
For the purpose of my study, I utilize the term, culturally responsive. Since Reading
Recovery teachers are provided less flexibility in time, space, curriculum, and teaching practices,
the term culturally responsive allows Reading Recovery teachers to think creatively about ways
they can respect and honor students’ cultures and experiences within the structure of the Reading
Recovery lesson.
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Culturally Responsive Pedagogy Enacted in the Classroom
Since culturally responsive pedagogy is not simply a specific set of teaching strategies or
a method of teaching (Irvine 2001; Nieto, 2013), the way in which it materializes in literacy
instruction varies widely. I highlight studies that illustrate ways culturally responsive teaching
can be enacted in the classroom based on the principles identified by Nieto (2013) and others
(Gay, 2010; Irvine & Armento, 2001).
The following studies (Dick, Estell, & McCarty, 1994; Hefflin, 2002; Krater, Zeni, &
Cason, 1994; May, 2011; Souto-Manning, 2009) found that in order to make instruction
culturally responsive teachers needed to establish a culturally congruent match between the
students’ lives and the literacy methods, interactional patterns, and materials utilized in the
classroom. In particular, Hefflin (2002) found the participating teacher modified both her
materials and methods allowing her instruction to become more culturally responsive.
Specifically, basal stories were replaced by authentic literature, “initiate, response, evaluate”
(IRE) response pattern was replaced by call-and-response pattern, learning logs were replaced by
dialogue journals, and language experience charts replaced vocabulary lists. By modifying
materials and methods to consider the norms and practices of the students’ lives, instruction was
tailored to students’ textual, social, cultural and personal lives. As a part of the Rough Rock
English-Navajo Language Arts Program (Dick, Estell, & McCarty, 1994), teachers, at the Rough
Rock Demonstration School on the Navajo Reservation in Arizona, similarly, replaced basal
readers with authentic works of children's literature, including Navajo publications written by
teachers and their students. Theme studies on topics relevant to the local community were used,
rather than commercial language arts sequences.
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May (2011) and others (Krater, Zeni, & Cason, 1994) have found that classroom
interactional patterns allowed for culturally responsive teaching. May (2011) found that the
participating teacher utilized her talk in culturally relevant ways by assuming three social
positions – cultural advocate, facilitator of classroom interactions, and teacher of reading – when
animating students and text. Taking on the position of cultural advocate, the teacher rejected the
notion that culture was static or fixed by animating the lived experiences of her students and the
social groups identified with a particular topic. As a facilitator of classroom actions, the teacher
held high academic and social expectations for her students. Enacting the position as a teacher
of reading, the teacher flexibly guided meaning making and directed the topic of talk to afford
opportunities for teaching. The teacher, positioning her students as both knowledgeable and
cultural insiders, made her reading instruction culturally responsive. Similarly, teachers in the
Webster Groves Writing Project (Krater, Zeni, & Cason, 1994) translated their students’ cultural
values, communication and social interactional patterns, and performance styles into culturally
compatible instructional techniques by allowing students to become their teachers. Teachers
used students’ existing frames of reference. Some examples include using “code-shifting” to
learn mainstream speaking and writing conventions, relating their oral creative strengths to
academic reading and writing, and utilizing their skills in storytelling, oral interpretation, role
playing, improvisation, script reading, and call-response to improve academic reading and
writing.
Researchers have shown culturally responsive pedagogy can manifest in the literacy
instruction through the use of multiethnic literature and culturally pluralistic content (Diamond &
Moore, 1995; Hefflin, 2002; Krater, Zeni, Cason, 1994; Souto-Manning, 2009). Souto-Manning
(2009) utilized multicultural books with her first grade students to engage with local realities, to
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mobilize their knowledge, practices, and experiences, to disrupt taken-for-granted ‘school’ texts,
and to examine how power is exercised and by whom. Similarly, the Multicultural Literacy
Program (Diamond & Moore, 1995), utilized multicultural literature along with whole-language
approaches to teach reading and writing to multiethnic students in grades kindergarten through
eight. Not only did the multicultural literature resonate with the students, but, as in SoutoManning’s (2009) study, it also provided a vehicle for students to “confront social injustices,
visualize racial inequities, find solutions to personal and political problems, and vicariously
experience the issues, emotions, thoughts, and lives otherwise inaccessible to them” (Gay, 2010,
p. 158). The Webster Groves Writing Project (Krater, Zeni, & Cason, 1994) also integrated
specific elements of African-American culture into curriculum content for grades 6 – 12 by
including short stories and personal narratives written in conversational styles; oral language
interpretations; storytelling, script reading, and play writing; memorizing poetry, proverbs, and
quotations; call-response and dramatic performance; language variation in a variety of literary
forms; and informational pieces about African-American history.
Varying the group arrangements and social settings for learning also supports culturally
responsive pedagogy (Au & Jordan, 1981; Diamond & Moore, 1995; Dick, Estell, & McCarty,
1994; Vogt, Jordan, & Tharp, 1987). In particular, the Multicultural Literacy Program allowed
students to participate in ways that were congruent with their home practices through learning
centers, cooperative learning groups, communities of learners, and reality-based reading
opportunities. Similarly, teachers, at the Rough Rock Demonstration School (Dick, Estell, &
McCarty, 1994), adapted whole-language approaches, cooperative learning, and literature-based
literacy instruction to fit the linguistic and cultural contexts of their students. Learning centers
allowed students to work collaboratively with peers as well as with their teacher in small group
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teacher-guided instruction. A variety of instructional strategies were utilized in this
organizational structure, including language experience activities, individual or small-group
reading, process writing in Navajo and English, and art or research projects.
These studies exemplify the principles of culturally responsive teaching - valuing
language and culture, holding high expectations and standards for all students, and promoting
social justice. They have offered ways that culture can be positively utilized in the classroom
filling a gap suggested by Jiménez and Gerensten (1999). As a result, students of diverse
cultural and linguistic backgrounds have thrived academically. However, a gap in the research
still remains. These studies were all implemented in classroom settings where teachers were
allowed freedoms of literature selection, learning activities, teaching strategies, and student
groupings. My study questions the ways culturally responsive pedagogy can be enacted outside
of the regular classroom setting - in a one-on-one tutoring situation. Many of the ways that
culturally responsive pedagogy has been enacted in the regular classroom are not relevant to the
Reading Recovery setting. Since the lesson structure and teaching strategies are specified by
Clay (2005a,b) and literature selection is limited to leveled readers, participating teachers and
myself created alternative ways in which Reading Recovery teachers can enact culturally
responsive teaching within the framework of the Reading Recovery program.
Professional Development Promoting Culturally Responsive Teaching
Although culturally responsive teaching has shown to benefit culturally and linguistically
diverse students (Au & Jordan, 1981; Dick, Estell, & McCarty, 1994; Hefflin, 2002; Krater,
Zeni, & Cason, 1994; May, 2011; Souto-Manning, 2009; Vogt, Jordan, & Tharp, 1987), teachers
aspiring to enact culturally responsive pedagogy may first have to confront some longstanding
pedagogical assumptions, beliefs and practices that are deeply embedded into educational
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routines (Gay, 2010). The individuality and compartmentalization in conventional schooling,
mainstream ethnocentrism and hegemony, and the tenacity of tradition all can be obstacles to
effective culturally responsive teaching (Gay, 2010). Gay (2010) suggests infrastructures need to
be created to counteract these obstacles and support inservice teachers attempting to implement
culturally responsive teaching. She offers several different components including:
1) staff development to acquire knowledge of ethnic diversity and culturally
responsive teaching;
2) availability of necessary instructional materials;
3) systematic ways in which teachers can receive constructive feedback and their
efforts and recognition for their accomplishments in implementing culturally
responsive teaching;
4) activities in other aspects of the educational enterprise, such as administration,
counseling, curriculum design, performance evaluation, and extracurricular
activities, comparable to (but jurisdictionally appropriate culturally responsive
classroom teaching) and;
5) clearly defined techniques for meeting the opposition that culturally diverse
people and programs may encounter in both the school and the community (p.
246).
Educational researchers, acknowledging the challenges teachers may face in their quest to enact
culturally responsive pedagogy, have studied the ways professional development can support
teachers in becoming culturally responsive.
The following studies (Johnson, 2011; Lee, 2004; Souto-Manning & Mitchell, 2010)
demonstrate that professional development aimed at the implementation of culturally responsive
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pedagogy engages teachers as collaborative partners. In particular, Souto-Manning and Mitchell
(2010), in their action research, narrated classroom events and their interpretation of those events
to collectively problematize and reflect upon classroom events transforming data to method.
Lee (2004) involved teachers in the planning of the professional development involving them in
decisions regarding topics and agenda. Over time, teachers and project personnel alike shared
insights, reflections, and suggestions allowing for instructional congruence between science
content and students’ linguistic and cultural experiences. Similarly, the Transformative
Professional Development (TPD) program (Johnson, 2011), developed as a guide for translating
culturally relevant pedagogy into practice for science, utilized a community of learners approach.
Teachers developed a powerful, cohesive group forming new friendships and mentoring
relationships that supported and enabled teachers to become culturally responsive. Te
Kotahitanga (Sleeter, 2011) also took a community of learners approach. In this professional
development, teachers participated in a facilitated group co-construction meeting with a crosscurricular group of teachers who teach a common group of students. Together they set a
common group goal (Berryman, 2011) and committed to shared reflection, dialogue, and
continued inquiry in attempt to improve practice together (Hynds & Sleeter, 2011). This
professional development model, using school-based evidence, allowed issues and questions to
arise from within the group; thus, provided a power-sharing context where teachers, facilitators,
and researchers work together to share and construct new knowledge. While grouping
arrangements varied across these studies – small group co-construction meetings, one-on-one
observation meetings, large group class conversations, paired journaling, teacher and researcher
action research – the researchers acknowledged the importance of a community of practice in the
implementation of culturally responsive teaching.
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Research indicates that incorporating opportunities in professional development to learn
about students’ cultural contexts is essential for teachers becoming culturally responsive (Bishop,
2011; Berryman, 2011; Hynds & Sleeter, 2011; Souto-Manning & Mitchell, 2010; Savage &
Hindle, 2011). In Souto-Manning and Mitchell (2010), the participating pre-school teacher
learned about the histories behind children’s cultural contexts and values enabling her to
incorporate themes and stories that were important to specific members of her classroom
community into her classroom. In Te Kotahitanga (Sleeter, 2011), teachers in New Zealand
learned about the Maori culture by participating in professional development activities that
utilized a Kaupapa Maori approach (Bishop, 2011). For example, participating teachers first
participated in an induction hui, where they were introduced to the tenets of Te Kotahitanga, held
at a local marae (a traditional Maori meeting place) with Maori elders present and actively
engaged in the professional development. This location provided a culturally appropriate setting
where the Maori culture was the norm, facilitated open communication between the schools and
the elders and parents of their Maori community (Berryman, 2011), repositioned the Maori
worldviews and knowledge systems within schooling institutions, and emphasized the program’s
focus on the Maori culture (Hynds & Sleeter, 2011). By learning Maori concepts, teachers
gained a better understanding of biculturalism allowing them to incorporate student knowledge
and interests into lessons, incorporating Maori protocols into classroom routines, and creating
positive relationships with their students (Savage & Hindle, 2011).
Since culturally responsive teaching does not occur in a vacuum, professional
development should extend teachers’ professional knowledge base by addressing pedagogical
knowledge, subject matter knowledge, and/or pedagogical content knowledge (Ball, 2009; Lee,
2004; Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011). In a professional development
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for American and South African teachers, Ball (2009) sought to familiarize participating teachers
with theoretical perspectives and best practices for using reading, writing, and multiple literacies
to teach effectively in multilingual and multicultural classrooms. Lee (2004) also incorporated
content specific information in a professional development for fourth grade science teachers.
Based on teachers’ expressed weakness in their own science knowledge and science instruction,
Lee engaged teachers in hands-on inquiry of the water cycle and weather, demonstrated how to
explain key science concepts and big ideas, and shared teaching strategies for promoting science
learning. The professional development also addressed pedagogical knowledge by examining
student learning by studying and reflecting on videotapes of selected students during elicitation
sessions and students’ work samples and reflecting on science standards documents as they
developed and revised two science units. Similarly, the Ah Neen Dush professional development
(Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011), designed to support Head Start
teachers in the development of inquiry-based and culturally relevant teaching practices, provided
teachers with knowledge of science methods appropriate for young children and with specific
curricular activities. These studies demonstrate that, in order to make instruction culturally
responsive, professional development must also provide teachers with guidance related to the
content matter and pedagogical strategies.
Since reflection is key for developing culturally responsive teaching practices (Gay,
2010; Irvine & Armento, 2001; Nieto, 2013), it is often integrated into professional development
(Ball, 2009; Lee, 2004; Pewewardy, 2005). Pewewardy (2005) used writing to encourage
reflection. Through shared journaling, teachers had the opportunity to participate in a sustained
and meaningful written exchange of ideas across race and social group boundaries. Teachers
shared their early experiences with people from other ethnic groups, socioeconomic classes,
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religions, and communities and explored how these experiences affected them as classroom
teachers. Teachers also reflected on their experiences growing up as related to what influential
people in their lives said about people from other cultures. Similarly, Ball (2009) utilized the
narratives of teachers’ autobiographies as well as students’ literacy biographies as a tool for
developing teachers’ metacognitive awareness. Lee (2004) found that when participating fourth
grade teachers reﬂected on their personal experiences of immigration, learning English, and
assimilating to the mainstream, they became more open to discussing issues of language and
culture. The reflection process resulted in an afﬁrmation of their identity, in the realization that
they needed to promote feelings of comfort and pride in being bilingual for their students, and in
the integration of students’ linguistic and cultural experiences into science instruction. When
teachers in these studies were given the time and space for reflection, they examined their takenfor-granted assumptions, their instructional practices, and their attempts to implement culturally
responsive teaching. As a result, teachers confronted issues of race, culture, and power directly
allowing for dramatic changes in their thinking and the ways they approached their students and
their teaching.
For professional development to transform classroom practices to become culturally
responsive, it must be continuous and supported (Berryman, 2011; Johnson, 2011; Lee, 2004;
Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011). In Te Kotahitanga (Sleeter, 2011),
teachers participated in a professional development cycle of observation, feedback, coconstruction, and shadow coaching. A facilitator observed each participating teacher, provided
individual, specific feedback, helped the teacher construct new directions for future pedagogy,
and collaboratively developed an individual teacher goal. This cycle provided participating
teachers with an institutionalized and ongoing means to collaboratively reflect upon teaching
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practices and student evidence and receive feedback (Berryman, 2011). Extensive opportunities
for professional development were also provided to fourth grade teachers attempting to teach
science using commonalities between their culture and language and their students’ backgrounds
(Lee, 2004). In this professional development, teachers were supported in multiple ways,
including four full-day workshops each year, school-site meetings to address speciﬁc needs and
concerns, and conversations with teachers in small groups and individually on a regular basis.
Similarly, Ah Neen Dush (Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011), a 3-year
professional development program designed as a series of monthly workshops, a week-long
summer workshop, and a group website that was used for mentoring and discussions, provided a
sustainable professional development for Head Start teachers working on an Indian Reservation.
The ﬁrst year focused on building a foundation for implementing inquiry-based science
pedagogies. The second year built on the foundational information about inquiry and cognition
and focused on the implementation of inquiry science. In these studies, teachers were supported
in the professional development in multiple ways over an extended period of time scaffolding
teachers to successfully enact culturally responsive teaching practices. While the structure, form,
and specific content of the professional development opportunities varied widely, they shared
commonalities allowing teachers to become culturally responsive.
The professional development for Reading Recovery is incorporated into teachers’
continuous work. Teachers are expected to teach a minimum of four students in order to learn
from “the students’ idiosyncratic routines of literacy learning” (RRCNA, 2014). Additionally,
teachers are required to participate in a minimum of six professional learning sessions each year
with a teacher leader and colleagues. They also have opportunities to learn from teacher leader
and colleague visits where they engage in lesson observations and collaborative discussion of
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teaching decisions. Conferences and institutes also provide professional development for
Reading Recovery teachers (RRCNA, 2014). These opportunities make ongoing professional
development for Reading Recovery teachers rigorous as well as supportive. Reading Recovery
professional development opportunities incorporate the elements of critical reflection,
collaboration, alignment between research, theory, and practice, and development of content and
pedagogical knowledge. However, unlike the studies highlighted, Reading Recovery
professional development is not specifically aimed at developing culturally responsive teaching
practices. The emphasis of professional development is focused on content-specific and
pedagogical knowledge, rather than on students’ cultural contexts and the impacts of those
contexts on instructional decisions. The professional development for my study included
components of reflection, collaboration, alignment of research, theory, and practice, and
development of content and pedagogical knowledge as well as the exploration of students’
cultural contexts in the effort to make students’ Reading Recovery programs more culturally
responsive.
Conclusion
Schools in America are filled with students of diverse cultural, linguistic, and social
backgrounds (Aud et al., 2012; Nieto, 2013). The educational system, according to Gutierrez
(2000), is “unprepared to deal with the increasingly diverse student population” (p. 291).
Consequently, classroom teachers and Reading Recovery teachers alike require “ongoing
opportunities in collaborative and supportive environments to examine their current and
emergent theories of teaching and learning in practice – to move from unexamined to examined
assumptions of the theories they hold and implement in diverse learning contexts” (Gutierrez,
2000, p. 293). Gutierrez (2000) continues that teachers need opportunities to examine these
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theories in relation to their students’ home and school literacy practice in order to utilize the
sociocultural resources of their students. Nieto (2013) adds that culturally responsive teaching is
more about teachers’ attitudes and beliefs about their students, their relationships with them, and
their knowledge about their families and backgrounds than specific strategies and approaches.
Reflective and situative practice through a community of practice expands teachers’ theories of
student learning and helps teachers to organize literacy in ways that make diversity a resource
rather than a problem.
My study merges the fields of teacher beliefs, teacher professional development, and
culturally responsive teaching to respond to the current challenge faced by Reading Recovery
teachers to create effective programs for their culturally and linguistically diverse students
without specific guidance from Clay (2005a,b). The professional development in my study
provided participating Reading Recovery teachers the opportunity to examine their own
assumptions and beliefs about their students and their literacy practices and to learn about their
students' sociocultural lives, ultimately enabling them to create culturally responsive Reading
Recovery programs for their culturally and linguistically diverse students.
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CHAPTER THREE
METHODOLOGY
A research paradigm, according to Punch (2005), is “a perspective about research held by
a community of researchers that is based on a set of shared assumptions, concepts, values, and
practices” (p. 33). Within each research paradigm, Duffy and Chenail (2008) assert there,
is a whole view of the world that contains a belief about how the world is defined and
who people are (ontology), how the world is known and understood and how people
come to believe in the ideas that they hold as important (epistemology), what procedures
or strategies should be used to learn about people and the world (methodology), and what
values or ethical principles should be adhered to in conducting our research (axiology) (p.
23).
These views organize how people view the world and act within it. While these views may not
be made explicit, “every research design contains a set of values about its ontology,
epistemology, methodology, and axiology, and reflects a particular worldview or paradigm”
(Duffy & Chenail, 2008, p. 23).
Each paradigm has produced superior findings making each valuable in its own right
(Duke & Martin, 2011; Johnson & Onwuegbuzie, 2004). The appropriateness of the research
paradigm within a study is dependent upon the research question, problem, and context of the
study. Duke and Martin (2011) assert that different kinds of research are not valuable for the
same reasons. The value of the research is not dependent on the paradigm but on the strength of
a match between the research question or purpose, and the research design and the conclusions
drawn (Duke & Martin, 2011; Yilmaz, 2013). My epistemology, theoretical perspectives, and
the nature of my research question informed my decision to conduct a qualitative research
investigation.
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Rationale for Selecting a Qualitative Research Methodology
Qualitative inquiry, based on interpretivism, “seeks to discover and to describe in
narrative reporting what particular people do in their everyday lives and what their actions mean
to them” (Erickson 2011, p. 43). Qualitative researchers, ascribing to the notion that reality is
socially constructed and consequently, constantly changing (Farrelly, 2012/2013; Yilmaz, 2013),
are committed to viewing the social world through the eyes of their subjects (Bryman, 1984;
Denzin & Lincoln, 2011). Aiming to provide an in-depth understanding of people’s experiences
and the meanings attached to them, qualitative researchers conduct their study in natural settings
where they are interactively linked with the participants ensuring that findings are mutually
created within the context of the situation (Denzin & Lincoln, 2011; Farrelly, 2012/2013;
Yilmaz, 2013). Using interpretive practices, qualitative researchers attempt to make sense of a
phenomenon in terms of the meanings people bring to them (Bogdan & Biklen, 2003; Bryman,
1984; Denzin & Lincoln, 2011; Yilmaz, 2013). Through “in-depth illustration that explicates
culturally situated meanings (Geertz, 1973) and abundant concrete detail (Bochner, 2000)”
(Tracy, 2010, p. 843), qualitative researchers provide the details necessary for readers to gain an
understanding of the complex specificity and circumstantiality of the data allowing them to form
their own conclusions (Tracy, 2010; Yilmaz, 2013).
A qualitative paradigm allowed me to assume the role of both researcher and participant
in the study. Through our work together in our community of practice, participating Reading
Recovery teachers and I attempted to make meaning of our students’ sociocultural histories.
Struggling together to construct meaningful local knowledge about what it means to be culturally
responsive within the context of Reading Recovery, the findings were mutually created within
the context of the professional development sessions. A qualitative paradigm allowed me to
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become a partner in teachers’ learning processes capturing the participating teachers’
perspectives more accurately.
My study focused on teachers who experienced daily challenges in providing their
culturally and linguistically diverse students with a Reading Recovery program that was
responsive to students’ social, cultural, and linguistic knowledge. As the researcher, I examined
the ways participating teachers made meaning from the learning opportunities in the professional
development and the ways their evolving understanding of their students’ sociocultural histories
impacted their beliefs and Reading Recovery teaching practices. Since qualitative research is
“concerned with process rather than simply with outcomes of products” (Bogdan & Biklen,
2003, p. 6) and is considered a “voyage of discovery rather than one of verification” (Bryman,
1984, p. 84), this paradigm aligned with my research design and questions.
Teaching and learning is complex. Reading Recovery teachers make ongoing and
responsive teaching decisions based on the actions of their students. They may adjust their book
selection based on a student’s successes or struggles on a previous book or on a conversation
surrounding a particular topic. They may also pull out magnetic letters to provide word work
opportunities when students encounter a difficult word in text. They customize students’ writing
opportunities based on their students’ interests, strengths, and lesson focus. Although the
Reading Recovery lesson framework is standard, the teachers and students are not. Therefore,
no two lessons are identical. Similarly, every professional development experience is unique.
The learning opportunities provided, the participants’ comments and interactions, the decisions
made by the person leading the professional development all impact the ways the professional
development evolves. Recognizing that teaching and learning is influenced by the context,
qualitative researchers “want to know where, how, and under what circumstances they came into
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being” (Bogdan & Biklen, 2003, p. 4). The qualitative paradigm, acknowledging this
complexity, allowed for the discovery of “novel or unanticipated findings and the possibility of
altering research plans in response to such serendipitous occurrences” (Bryman, 1984, p. 78).
Participants and Context
Participants
For this study, I worked with four Reading Recovery teachers from the Lincoln
Consolidated Independent School District (CISD). The Teacher Leader Trainers at Texas
University Women’s College agreed to help me to establish contact with the Teacher Leader in
Lincoln CISD. With this initial contact in place, I attended the final ongoing professional
development for both Reading Recovery and Descubriendo la Lectura teachers in the school
district. At this time, I introduced myself by sharing my background as a former Reading
Recovery teacher and as a doctoral student. I also presented an overview of my future study
explaining the goals, the rationale for conducting the study, and structure and time commitment
to participate in the professional development associated with my research study. I recorded the
names and emails of teachers who expressed an initial interest in my study. I then provided
interested teachers with a more in-depth description of the structure and related learning
opportunities that would be offered in the professional development. This information assured
that prospective participating teachers were informed regarding their time commitment. This
information, regarding the time commitment associated with my study, served to narrow the
participant pool. Of the 27 teachers who attended the final ongoing professional development,
four teachers, ultimately, agreed to participate in my study and the associated professional
development. This pool of teachers included one Reading Recovery teacher, one Descubriendo
la Lectura teacher (Reading Recovery conducted in Spanish), a bridging teacher who taught both
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Reading Recovery and Descubriendo la Lectura, and a Teacher Leader who taught both Reading
Recovery and Descubriendo la Lectura. These participating teachers had a varying number of
years of teaching experience ranging from four years to over 20 years. They also had a range of
personal and professional experiences that influenced their beliefs and teaching practices. The
teachers’ sociocultural backgrounds varied, specifically, teachers’ socioeconomic level, family
structure, ways of being, and early family and educational experiences. Their varied
experiences, beliefs and practices, and backgrounds contributed to thought-provoking
conversations surrounding culturally responsive teaching.
Once I gained approval from the university and school system’s Institutional Review
Board (IRB), I provided each participating teacher with a consent form that informed them of the
purpose and important elements of this research study, assured them that pseudonyms and other
methods would be used to protect identities, and reminded them that participation was voluntary
which allowed them to discontinue their participation at any time for any reason. I also asked for
each teacher’s permission to audio- and video-record our professional development sessions and
audio-record their initial and final interviews. Additionally, I informed each participant of my
intention to transcribe all interviews and professional development sessions.
Participating teachers selected two students from their already established Reading
Recovery caseload to participate in the study while I worked with one student from a
neighboring school district. When selecting students to participate in this study, teachers first
considered students that were of a different cultural and/or linguistic background than
themselves. From this pool, teachers then selected the two lowest students based on their scores
on the Observational Survey, an assessment tool designed by Marie Clay which is utilized to
assess students’ progress throughout their programs. Before collecting any data about their
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students, teachers obtained consent from the students’ parents. The teachers, including myself,
contacted the parents to explain the purpose of the study and to detail how the students and their
families would be involved. Teachers asked the parents’ permission to video-record one
Reading Recovery lesson each month of the study. Additionally, teachers explained that the
parents were able to withdraw their child from the study at any time and could choose not to
participate in activities associated with the teachers’ professional development. Parents were
assured that their child’s identity would be protected. A translator was available if the parents
were unable to understand the teacher’s explanation in English. Although the teachers were
instructed to note any questions from the parents so I could contact each parent to answer the
questions or to address their concerns, parents did not express any concerns to the participating
teachers. The parents were provided the consent form in English and in their native language to
assure their understanding of the study and their involvement. The consent form was sent home
in their child’s bookbag. Once the consent form was signed and returned, a copy was made for
parents to keep for their records. All parent consent forms were given to me at the second
professional development session or when I visited the teachers’ school to assent the students.
When the teacher obtained consent from parents, I visited the teachers’ schools to assent
each student by explaining in child-friendly terms their participation in the research. A script
was used during these assents. A translator was included in this discussion when a child’s
English language proficiency prevented him or her from understanding the teacher’s explanation.
The students signed their names to indicate their willingness to participate.
Context
The Lincoln Consolidated Independent School District (CISD) is located outside a large
metropolitan city in the Southwest. Lincoln CISD has enrolled 27,316 students grades pre-
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kindergarten through twelfth. In recent years, Lincoln CISD experienced notable growth in its
student population. According to Population and Survey Analysis (2014), a growth in the oil and
gas business, as well as proximity to Latin America and foreign firms and investors, made this
area desirable for new residents and their children. Additionally, housing factors, including
greater availability of mortgages and continued acceleration of home subdivision sections,
propelled Lincoln CISD into higher student growth (Population and Survey Analysis, 2014).
This school district was selected for the site of my research because it is one of the few school
districts in the metro area with an active Reading Recovery program. This school district also
represents a diverse student population. According to 2012-2013 Texas Academic Performance
Report from the Texas Education Agency, Lincoln CISD’s student population is comprised of
“18.5% African American, 28.2% White, 46.1% Hispanic, .3% Native American, and 5.7%
Asian” (p. 13). Consequently, teachers had an increased interest in and need for culturally
responsive teaching.
Implementation of the Reading Recovery program in Lincoln CISD was relatively new
having only been established four years ago. The Reading Recovery teacher training program
was adopted to provide support for first grade students who were failing to achieve at the grade
level standard in reading and writing and, as a result, received inappropriate program placements.
Lincoln CISD had 20 trained Reading Recovery teachers, two Descubriendo la Lectura, four
teachers bridging from Descubriendo la Lectura to Reading Recovery, and one Teacher Leader.
These teachers, as a part of their continued training in Reading Recovery, participate in six
ongoing learning sessions with their Teacher Leader and colleagues throughout the year. In
Lincoln CISD, the professional development sessions take place at their training facility in their
district office during the regular school day and provide opportunities for teachers to watch and
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learn from their peers as they teach “behind the glass.” In this practice, one teacher, with the
consent of the student’s parents, conducts a Reading Recovery lesson with her student behind a
mirrored pane of glass. While she is teaching, her colleagues engage in professional
conversations regarding their observations about the teaching decisions, teaching behaviors, the
student’s behaviors, the student’s reading and writing performance, and next steps for the teacher
to shift the student’s reading and writing processes. The Teacher Leader then facilitates
discussions and learning opportunities focused on teachers’ expressed areas of need. Reading
Recovery teachers, through these experiences, become sensitive observers of students’ reading
and writing behaviors developing their ability to make moment-by-moment analyses in their own
teaching (Compton-Lilly, 2011). Teachers also receive a minimum of four Teacher Leader visits
per year where they receive individual support from the Teacher Leader in the context of a
student lesson. Reading Recovery teachers in Lincoln CISD were accustomed to being a part of
continued professional development.
Context of our professional development sessions. The professional development for
this research study was conducted over a four month period spanning from September 2014 until
December 2014. We engaged in a total of seven two-hour professional development sessions,
typically two per month. The purpose of the first session was community building and planning.
Teachers had the opportunity to create group norms, learn some basic principles of culturally
responsive teaching, preview potential learning opportunities that would facilitate their
implementation of culturally responsive teaching practices (See Appendix A for a list of the
learning activities), and provide input regarding the trajectory for the professional development
sessions. The final session focused on a reflection of their beliefs, learning, and teaching
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practices. The content for the intervening six professional development sessions was determined
through group decision making (See Appendix A for a menu of learning opportunities).
These sessions were structured according to the professional learning community
framework introduced by Birchak et al. (1998). (See Table 1).
Table 1
Professional Learning Community Framework (Birchak et al., 1998)
Introduction
Sharing
New Learning and Discussion
Review and Preparation for Next Session

During the introduction time, teachers reviewed our group norms, participated in a community
building activity, and/or composed written reflection of their beliefs, experiences, and new
learning as related to culturally responsive teaching. We then took time for sharing. According
to Birchak et al. (1998), sharing serves a variety of purposes. Specifically, this time allows
teachers to make a mental shift from their hectic teaching day by sharing informally with their
colleagues to create a sense of community as teachers learn more about each other and to share
successes and frustrations as they attempt to learn about their culturally and linguistically diverse
students and to implement culturally responsive practices. The heart of these meetings focused
on new learning and discussion. The learning opportunities were designed and modified
according to the teachers’ expressed needs in our group discussions, in their reflective journals,
and from my initial analysis of transcribed professional development sessions. The final part of
the meeting was spent reflecting either in writing or verbally and then negotiating the topic and
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learning opportunities for the following professional development session. Teachers also agreed
upon their home learning which included reading professional literature, video-taping and
reflecting on a lesson, or reaching out to a student’s family. Although the structure remained
relatively constant throughout the duration of the professional development with minimum times
established for each component, the timing of each component was flexible based on teachers’
expressed needs and desires.
Role of Researcher
In qualitative research, researchers make interpretations based on “what they see, hear
and understand” (Creswell, 2009, p. 176). Qualitative researchers, as a result, become a key
research instrument (Creswell, 2009; Yilmaz, 2013) collecting data themselves in natural
settings. Rather than remain detached from the research context, the qualitative researcher
maintains close contact with their participants while collecting data. Qualitative researchers,
when acting as a participant-observer, are able to interact with participants in a “natural,
unobtrusive, and nonthreatening manner” (Bogdan & Biklen, 2003, p. 35). As a result,
qualitative research often resembles “relationships within a system or culture or face-to-face
interactions among people in a given social setting” (Yilmaz, 2013, p. 317). The relationship
between researcher and the participants serves to enrich the researcher’s understanding of the
issue from the participants’ point of view. Establishing this type of relationship between the
researcher and participants requires the researcher to develop a professional, productive, and
ethical relationships with participating teachers.
In my study, I designed the professional development as a community of practice where
all knowledge of participating Reading Recovery teachers was important to the group’s learning
and evolving understandings about their students and Reading Recovery. Within this community
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of practice, I positioned myself as both emic and etic in my work with participating teachers. I
considered myself to be an insider because I had been a public educator for 10 years. Of those
10 years, seven of those years I taught Reading Recovery in a Title One school that served
linguistically and culturally diverse students. Due to my experience teaching Reading Recovery,
I understood the tenets of Reading, utilized Reading Recovery teaching techniques, shared my
previous teaching experiences, and experienced challenges of serving culturally and
linguistically diverse students. As a result, I was able to situate myself as an active participant
within the community of practice. In addition, I maintained a dual role throughout the study as
both a researcher and member of the community of practice. To better situate myself in this
community of practice, I also worked with a student using Reading Recovery techniques. This
allowed me to experiment with my teaching practices, to brainstorm culturally responsive
practices within the framework of Reading Recovery, and to relate to my participants’ struggles
as they attempted to make their lessons culturally responsive. As an insider, I was able to form
meaningful, productive relationships with participating teachers.
I also considered myself to be an outsider because I did not teach in the school district
where I conducted my research. I was trained in Reading Recovery in a school district in the
southeast region of the United States and all my subsequent Reading Recovery experiences
occurred in this region. While both the Reading Recovery site for my research and the site
where I was trained abided by Clay’s tenets for Reading Recovery, I noticed slight differences in
established procedures and practices. Consequently, I was intentional and careful about what I
said and how much. Additionally, I was free of any preconceived notions about the participating
teachers allowing me to maintain my objectivity.
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Qualitative research design, recognizing “there is no objective truth waiting for us to
discover” (Crotty, 1998, p. 8), assumes that knowledge is not independent of the knower. Rather
knowledge is socially constructed in and out of our engagements with the realities of our world
systems (Crotty, 1998; Yilmaz 2013). Since there are multiple realities based on people’s world
views or value, there are multiple interpretations or perspectives on any event or situation.
Qualitative researchers, as a result, seek their participants’ perspectives in attempt to understand
a phenomenon under investigation (Yilmaz, 2013). To achieve this end, the qualitative
researcher observes behavior and interviews participants face-to-face. In this context, data must
“go through the researcher’s mind” subjecting data to the researcher’s opinions, biases,
prejudices (Bogdan & Biklen, 2003, p. 33). Through critical self-awareness, I attempted to
acknowledge my subjectivities by confronting my assumptions and biases that naturally came
into play as I conducted this research study. Acknowledging that “the researcher’s primary goal
is to add knowledge, not to pass judgment on a setting” (Bogdan & Biklen, 2003, p. 33), I
recorded my reflections of my subjectivities regarding my interactions and relationships with
participating teachers in my researcher’s journal. This process allowed me to construct meaning
from my data, consider how my subjectivities are interfering, manipulating, or misrepresenting
the data, and include methods to reduce the effects of my subjectivities on my findings.
Data Collection
Data collection methods, according to Charmaz (2006), “extend and magnify our view of
studied life and, thus, broaden and deepen what we learn of it and know about it” (p. 14). My
data collection was guided by the principles of grounded theory. Grounded theory methods,
providing flexible guidelines for data collection rather than rigid prescriptions, offered tools for
“generating, mining, and making sense of data” (Charmaz, 2006, p. 15). With the aim of

85

entering my participants’ world to learn about their views and actions, and to try to understand
their perspectives, the primary methods chosen for collecting data were interviews, reflective
journal entries written by the participants, artifacts, and professional development video- and
audio-recordings. Table 2 demonstrates how I addressed my research questions through
collecting particular data sources during this study.
Table 2
Data Collection Summary
Research Questions
How does participation in a professional
development focused on theorizing and
implementing culturally responsive teaching
practices within the framework of Reading
Recovery impact Reading Recovery teachers’
beliefs about teaching culturally and
linguistically diverse Reading Recovery
students?
How are Reading Recovery teachers’
instructional practices with culturally and
linguistically diverse students impacted by
their participation in professional
development focused on learning about and
incorporating students’ linguistic, social, and
cultural knowledge into the Reading
Recovery framework?

Data Sources Addressing Questions
1. Initial and final interviews
2. Professional development transcripts
3. Reflective journals

1.
2.
3.
4.

Initial and final interviews
Professional development transcripts
Reflective journals
Artifacts

In this study, data collection occurred from September until January. (See Appendix B for a
timeline of research study).
The goals of data collection for a qualitative study using grounded theory methods are to
“extend and magnify our view of studied life and, thus, broaden and deepen what we learn of it
and know about it” (Charmaz, 2006, p. 14) by collecting rich, substantial, and relevant data.
Researchers, evaluating if their data is rich and sufficient, consider the following questions:
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Have I collected enough background data about persons, processes, and settings
to have ready recall and to understand and portray the full range of context of the
study?



Have I gained detailed descriptions of a range of participants’ views and actions?



Does the data reveal what lies beneath the surface?



Is the data sufficient to reveal changes over time?



Have I gained multiple views of the participants’ range of actions?



Have I gathered data that enables me to develop analytic categories?



What kinds of comparisons can I make between data? How do these comparisons
generate and inform my ideas? (Charmaz, 2006, p. 19).

In attempts to view participants’ lives from the inside, the researcher avoids placing
preconceived ideas and theories directly upon the data, but instead follows leads defined by the
data. Since data collection and analysis occur simultaneously, the researcher is able to shape
data collection based on their emerging analysis.
Interviews
Intensive interviewing, according to Charmaz (2006), “permits an in-depth exploration of
a particular topic or experience” (p. 25) and can elicit participants’ interpretations of their
experiences. Open-ended, non-judgmental questions provide participants with the opportunity to
“describe and reflect upon his or her experiences in ways that seldom occur in everyday life”
(Charmaz, 2006, p. 25). Since the structure of intensive interviews can shift from loosely guided
exploration of topics to focused questions, the researchers’ comments and questions can help the
participant articulate their intentions and meanings. Clarifying questions ensure that the
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researcher obtains accurate information to learn about the participants’ experiences and
reflections, thus, increasing the validity of the interview data.
Individual interviews were conducted at the beginning and end of my study. The
interviews were audio-taped and semi-structured. These semi-structured interviews helped me to
learn more about the teachers’ beliefs, understandings, and experiences of my participants. Both
lists of semi-structured interview questions are included in the appendix (see Appendix C for a
list of initial interview questions and Appendix D for a list of final interview questions). I
conducted a 60 minute interview with each Reading Recovery teacher in September. The same
semi-structured questions served as a guide for each interview. The semi-structured nature of the
interview allowed me the opportunity to ask follow-up open-ended questions. I conducted final
interviews at the conclusion of the professional development in December.
In the initial interview, I asked specific questions regarding the participants’ personal
background including their sociocultural background, early school experiences, and early home
literacy experiences. The purpose of this set of questions was to help me develop a more
complete picture of each teacher. This information also allowed me to draw on teachers’ unique
experiences in the professional development as we discuss the ways language culture impacts
learning and instruction. Additionally, teachers were asked about their beliefs about literacy
development, effective literacy practices, and understandings of culturally and linguistically
diverse students. The aim of these questions was to provide a baseline for the ways teachers’
beliefs were impacted as a result of their participation in the professional development. Lastly, I
asked teachers about ways they currently honor and build upon their students’ social, cultural
and linguistic knowledge within the framework of Reading Recovery. Teachers’ responses
served as a baseline for analyzing the ways teaching practices were impacted by the professional
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development, but also provided a starting point for brainstorming the ways culturally responsive
teaching could be enacted within the Reading Recovery framework.
Final interviews were conducted at the conclusion of our professional development.
These interviews provided participants the opportunity to reflect on how their experiences
impacted their beliefs and teaching practices. I returned to questions from the initial interview
regarding participants’ beliefs and culturally responsive teaching practices within the Reading
Recovery. This duplication of questions allowed me to analyze if and how teachers’ beliefs and
teaching practices were impacted. I also asked questions regarding their experiences in the
professional development sessions. Additionally, the final interview provided an opportunity to
ask individual specific questions regarding my initial findings and my interpretations of artifacts
created by teachers.
Reflective Journals
A reflective journal is a place where events and experiences are recorded and operates as
a forum for processing and reframing knowledge and experiences (Shteiman, Fidron, Eilon,
2013). As one works to makes sense of their experiences, learning has the potential to occur
creating a foundation for new experiences and new learning (Boud, 2001). Although reflective
journals are often used as a means for puzzling through what is happening in one’s work or
personal lives, writing journals can be used in many different ways and at different times to
promote reflection. Journals, according to Boud (2001), can focus on events anticipated as well
as those that have passed. When used in anticipation of events, journals serve to help clarify
questions and identify information needed to make an event productive. Writing in the midst of
events may encourage noticing, intervening, and reflection-in-action; while after events, it may
serve to reflect on the experience as well as the feelings, emotions, and decision making involved
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in that experience. By using writing as a tool for inquiry, authors are enabled to reflect on their
experiences as well as construct new knowledge about themselves or specific content. Because
the formality of the writing process requires elaboration or reorganization of knowledge, authors’
knowledge can be transformed or reframed yielding new insights (Shteiman, Gidron, & Eilon,
2013). Writing within this context has the potential to create, enrich, and/or transform learning.
Based on this line of thinking, teachers had opportunities write to entries in a reflective
journal at the beginning or conclusion of each professional development session although they
were free to record their thoughts in the journal at any time during the study. I provided each
teacher a three ring binder filled with loose leaf paper to record their thoughts. The reflective
journal provided teachers the forum to reflect on the learning they had experienced through the
professional development as well as on any shifts in their thinking or instructional practices.
Journal entries written during the professional development often addressed a prompt. These
prompts were based on a discussion during a previous professional development session, on a
learning opportunity selected by the teachers, or on written responses in the journal. Prompts
included: (a) What are your initial reflections regarding your involvement in this professional
development? (b) How could elements of culturally responsive teaching be integrated into your
Reading Recovery programs? (c) How are you already implementing elements of culturally
responsive teaching into your Reading Recovery programs? (d) What elements from your
reading or from our discussions have you put into practice? (e) What do these elements look like
in practice? (f) How has the reading or our discussions impacted your thinking? (g) What are
the shifts you have experienced in your thinking about your teaching, your students, and/or your
role as a teacher? (h) How are you honoring and/or using your students’ language within the
Reading Recovery lesson? (i)How are you building relationships with families and how are
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these relationships impacting your thinking and instruction? (j) How are you using the familiar
(the student’s culture, language, ways of being) to teach the unfamiliar? (k) How has our
professional development and the learning opportunities impacted your thinking about literacy?
(l) How has your new learning impacted your thinking and teaching practices? At the conclusion
of each professional development session, I collected each teacher’s journal entry to make a
photo copy. Teachers kept their three ring binder to organize readings and notes and to record
any other reflections at their convenience. Teachers’ journal entries were returned the following
professional development session. Teachers’ reflections in their journal entries were used to
shape the professional development activities to meet teachers’ particular needs and interests.
Professional Development Audio and Video Recordings
Teachers attended seven, two-hour professional development sessions over a four month
period. This time provided a forum for teachers to collaboratively explore their new thinking, to
design innovative instructional plans that capitalized on students’ family histories, and to plan
future learning opportunities. Protocols from National School Reform Faculty (2014) were used
to encourage thoughtful observation, reflection, and feedback. According to National School
Reform Faculty (2014), the protocols provide a structured way of working and communicating
and, as a result, facilitate meaningful and efficient communication, problem solving, and
learning. The protocols were developed within the Annenberg Institute for School Reform at
Brown University (NSRF, 2014). I first used community learning protocols and activities to lay
the ground work for our community of practice (see Appendix F). The protocols I selected for
reflection (see Appendix G) encouraged collaborative problem solving and reflection supporting
the principles of a community of practice. The observation protocols (see Appendix H) allowed
teachers to observe their colleagues’ video-taped lessons with a focused, critical eye making our
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time together productive. The text protocols (see Appendix I) offered opportunities for open
discussion encouraging teachers to share their interpretations of text, broaden their perspectives,
evaluate the author’s message, and reflect on the relevance of the text to their own work. My
role during these professional development sessions was organizer, facilitator, and peer in the
community of practice. Although I organized materials, provided learning opportunities based
on teachers’ input, and created a daily agenda, each teacher acted as a contributing member
making decisions regarding learning activities and the goals of each professional development
session. A specific professional learning community framework introduced by Birchak et al.
(1998) was used to structure our time during each professional development session.
As time permitted at the conclusion of each professional development, teachers were
invited to participate in a group debrief. Questioning during this time was less formal than the
individual interviews. The questions for each debrief remained standard but allowed for followup questions both from participating teachers and myself. These questions, which are included
as Appendix E, addressed the ways their thinking or practices have been impacted as well as the
nature and direction of the professional development.
All of the professional development meetings were video- and audio-taped. The
recordings captured teacher’s comments, stories, questions, reactions, frustrations, learning
experiences, and collaborative discussions as they engaged in these professional development
meetings. The video recordings revealed teachers’ nonverbal behaviors including body
positioning, eye contact, and gesturing. All audio-taped recordings were transcribed while the
video-taped recordings were utilized to add notes regarding teachers’ non-verbal behaviors at
pivotal points in the discussions.
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Artifacts
Artifacts were collected in an effort to gain further insights about the beliefs and
instructional practices of my participants. I collected copies of lesson records, student writing,
any hand-written notes or visual representations recorded by the teachers during our professional
development sessions, and video-recordings of Reading Recovery lessons. Teachers video-taped
one lesson per month for each of the two students they studied throughout the duration of the
study. Since Clay (2005b) suggests to Reading Recovery teachers to “take a closer look at what
she is doing” (p. 158) when a child is not making accelerated progress, video-taping lessons is a
common way for Reading Recovery teachers to more closely observe their students’ behaviors as
well as their own and their interactions with their students. Teachers viewed these lessons
individually outside of the professional development session. When viewing these lessons,
teachers reflected on the ways their teaching practices capitalized on students’ social, cultural,
and linguistic knowledge. Teachers were also asked to select clips from their lessons that
demonstrated culturally responsive teaching and to share these clips with entire group. Video
recorded lessons were used to evaluate if and how teaching practices changed to incorporate
students’ home literacies or honor students’ cultural or linguistic diversity. As recommended by
Prior (2003), I considered the function, effect, and content of these artifacts which allowed me to
gain a deeper, more complex, understanding of the artifacts as well as teacher’s beliefs and
teaching practices.
Data Analysis
Data analysis, according to Bogdan and Biklen (2003), is the process of systematically
“working with the data, organizing them, breaking them into manageable units, coding them,
synthesizing them, and searching for patterns” (p. 147). This ongoing process involves
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“continual reflection about the data, asking analytic questions, and writing memos throughout the
study” (Creswell, 2009). The grounded theory approach necessitates that data collection and
analysis occur simultaneously (Charmaz, 2006). The continually intermeshing of data collection
and analysis allows researchers to shape and reshape their data collection methods to fill in gaps
in data (Charmaz, 2006; Glaser & Strauss, 1967). A constant comparative approach to data
analysis enables researchers to generate successively more abstract concepts and theories
through the inductive process of comparison at each stage of analysis (Charmaz, 2006; Glaser &
Strauss, 1967).
I conducted two main phases of coding as recommended by Charmaz (2006) keeping
record of my list of major codes in Appendix H. In accordance with the constant comparative
approach, I transcribed and analyzed each piece of data immediately after it was collected
allowing my analysis process to occur throughout the duration of my study. I utilized the
qualitative and mixed methods data analysis program, Dedoose, to aid in the data organization
and analysis of the transcripts. This program allowed me to import and organize data according
to its collection date. Using this program, I was able create excerpts and apply multiple codes to
the excerpts. Dedoose also made it easy for me to modify excerpts and codes and to combine
codes throughout my data analysis process. I was also able to export excerpts by code to a Word
document which made my data more accessible when writing about the specifics in my memos.
Dedoose’s online platform allowed for others, including my advisor, to see my line of thinking
about the data.
Transcripts of the teachers’ interviews and the audio and video recordings of the
professional development sessions, and teachers’ reflective journals were used as primary data
sources. Teacher and student artifacts were used as secondary data sources and analyzed during
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my second phase of coding. Primary data sources were analyzed immediately after they were
collected and transcribed. My data analysis process began with the first teacher interview. All
teachers’ initial interviews were transcribed and analyzed before the start of professional
development providing me with baseline information about teachers’ beliefs and practices. After
each professional development session, I immediately transcribed the professional development
session’s audio and video recordings. I also analyzed the teachers’ reflective journals. During
the initial phase of my coding, I coded data line-by-line and incident to incident. In order to
discover my participants’ perspectives, I conceptualized an incident as an oral or written
comment that illustrated a particular way of thinking and/or acting. This analysis allowed me to
“remain open to the data and to see nuances in it” (Charmaz, 2006, p. 50). My codes emerged as
I scrutinized the data and attempted to define meanings within it in order to understand my
participants’ views and actions from their perspectives. I coded each incident into “as many
different categories as possible” (Glaser & Strauss, 1967, p. 105). As I engaged in this initial
coding, I compared each incident with other incidents in the same category considering the
similarities and differences. This process of constant comparison allowed me to “generate
theoretical properties of the category” (Glaser & Strauss, 1967, p. 106). These codes, as a result,
were “provisional, comparative, and grounded in the data” (Charmaz, 2006, p. 48).
During the initial coding, I created a total of 140 codes (see Appendix J for a complete
list of codes). In Table 3, I provide excerpts of my data and the codes I applied to the data to
represent my coding process and to illustrate how multiple codes could be used to describe
pieces of data and how excerpts reflected shifts in beliefs and practices. I attempted to keep
codes short describing what I noticed in the transcripts. Throughout this coding process, I
revisited earlier transcripts to account for new codes created later in the data analysis.
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Table 3
Examples from Coding Process
Excerpt
So, when I’m in that roaming session, when I am just getting
to know them, we talk a lot about their language and what
words they know and I always say, OH, my gosh, Ms.
Mason would love to speak Vietnamese, tell me how I would
say Hello in Vietnamese. (Dana, Initial Interview,
September 3, 2014)
That you ask the child what it is before you write in the label
because they have so many different words for different
things.
Amanda: I did that this week with her. Yeah. Because the
ones that really struggle. Ok, I wrote this book for this girl
this week. Yeah. I think it said I go to the hospital and it was
a picture and it even said hospital on it. And she said I go to
the doctor and I was like good, tape, doctor.
Danielle: I had never thought about that. I mean that is
really not the purpose that they know all the labels. I had
never thought about that. That is going to change my
practices.
Amanda: Or I actually have to do this better now. I am
starting to really listen to them. I go to the store. I go here.
I go to the store. They don’t say go to the store. They say I
go to Walmart. I got to put Walmart in there. Because it
will get the W out, they will be least be looking at the w.
They say Walmart or Fiesta. (Amanda, PD 3, October 13,
2014)
My first book was “Look at Manuel” because he knew look.
Manuel is in the red car. And then my follow-up book was
Manuel is in the red car. Go, Manuel, go. So, I was taking
that same idea using the same pictures, using all his known
words that we were coming into and changing the structure.
(Danielle, PD 6, November 24, 2014)
I always thought modeling structure and modeling while
they are writing it, but actually sometimes, especially with
these kids who struggle with their speech and their structure
is off, talking about this is our language at home and this is
our language at school and actually explaining the structure.
And I have really done a lot of structure explaining. It is a
big deal for them. So that is a huge step for me and for them.
My little Erin who really struggles with her reading, but she
will be reading a book she will say instead of esta, she will
say estan. She will say estan because there is a lot of them.














Codes Assigned
Utilizing linguistic
knowledge
Student/teacher
relationship

Utilizing linguistic
knowledge
Reading
Modifying books

Utilizing linguistic
knowledge
Linking familiar to new
Capitalizing on
students’ interests
Explicit instruction on
language
Utilizing linguistic
knowledge
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You know, she knows it is the plural. And she will say
because it is a lot of them, so I have to say it like this and
there is the n. So she sees it visual and she knows why. Just
a lot of actually explaining to them. You know, this is why
we talk. This is why we say it like this. But actually
explaining it because accepting their language as it was in
the beginning in all their books and then going back and kind
of explaining the structure has really helped. So that was a
huge step for me, huge. (Amanda Final Interview, December
12, 2014)
In my second phase of coding, my codes were more “directed, selective, and conceptual”
(Charmaz, 2006) as I integrated categories and their properties (Glaser & Strauss, 1967). Glaser
and Strauss (1967) assert, “constant comparison causes the accumulated knowledge pertaining
to a property of a category to readily start to become integrated; that is, related in many different
ways, resulting in a unified whole” (p. 109). I began this second phase of coding in January
2015, once all the data had been collected and coded. During this phase, I also analyzed my
secondary data including teacher and student artifacts. I read and re-read my coded data to
reduce my original list of codes, making my coding and analysis of incidents more selective and
focused. My coding and analysis continued until the point of saturation whereby no additional
data offers new properties of the categories.
I then looked across my codes making relationships between codes to form categories.
To aid this process, I wrote all my codes on notecards and grouped them by relationships. Some
of the ideas for these groups or categories emerged through memo writing. The categories I
created in relation to my research question were shifts in teaching practices, shifts in relationship
building, shifts in instructional practices, effects of culturally responsive teachers, characteristics
of culturally responsive teachers. From the data, I also developed categories related to the
format and context of the professional development. These categories included: learning from
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others, common focus, safe environment, and multiple routes for learning. Lastly, I developed
categories that addressed the participating teachers’ backgrounds including home life, school
life, professional life, international experiences, and beliefs. These categories were used when
describing the context and setting of my study in chapter four.
Throughout the data collection and analysis process, I stopped periodically to record
memos of my thinking (Charmaz, 2006; Glaser & Strauss, 1967). My memoing began as I
noticed themes emerging from the professional development sessions. Although I created only
one memo throughout the process of data collection, I continually added to the memo as my
thinking changed or evolved. I used this space to define my codes, to grapple with emerging
themes, and to support themes with specific pieces of data. The memoing process, as a result,
helped me to shape and form my analysis.
Trustworthiness and Credibility
Qualitative researchers, through inductive data analysis, make interpretations about what
they “see, hear, and understand” (Creswell, 2009, p. 176). Creswell (2009) suggests employing
multiple validity strategies to enhance “the researcher’s ability to assess the accuracy of findings
as well as convince readers of that accuracy” (p. 191). Accordingly, I utilized triangulation,
member checking, a researcher’s journal, memo writing, and peer debriefing to ensure the
“trustworthiness, authenticity and credibility” (Creswell, 2009, p. 191) of my research.
Triangulation
Creswell (2009) and others (Bogdan & Biklen, 2003) identify triangulation as one way to
establish methodological rigor in qualitative studies. When data collection and analysis produce
convergent evidence from multiple sources through multiple methods, findings, interpretations,
and recommendations are “more trustworthy and convincing, and thus more rigorous” (Reinking
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& Bradley, 2008, p. 56). Creswell (2009) agrees, “if themes are established based on converging
several sources of data or perspectives from participants, then this process can be claimed as
adding to the validity of the study” (p. 190).
In order to maintain a triangulation of data, I utilized several data collection techniques
including interviews, participating teachers’ reflective journals, lesson video-recordings, and
video- and audio-recordings of our professional development sessions. I began collecting data
collection in September 2014 and continued until January 2015. (See Appendix B for a timeline
of my research study). I used data from the initial and final interviews to examine the
participating teachers’ beliefs about teaching culturally and linguistically diverse Reading
Recovery students and ways they are providing culturally responsive instruction. Data from our
professional development sessions allowed me to explore the ways the learning experiences and
the interactions within our community of practice impacted their beliefs and teaching practices.
Teachers’ reflective journals and artifacts provided specific examples of ways teachers’ beliefs
and practices changed. This rich, thick set of data (Creswell, 2009) collected over a four month
period allowed me to “provide an accurate picture of the empirical social world as it exits to
those under investigation” (Yilmaz, 2013, p. 321) through rich and detailed descriptions of the
“people, activities, interactions and settings so the reader or reviewer can understand what
occurred and how it occurred” (Yilmaz, 2013, p. 321).
Researcher’s Journal
I used a researcher’s journal, as suggested by Bogdan and Biklen (2003), to aid my
analysis and interpretation during data collection. One use of the researcher’s journal was to
record my “observer’s comments” (Bogdan & Biklen, 2003, p. 151). For example, I recorded
my interpretations of activities in the professional development, conversations with teachers not
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captured on audio or video recording, my reflections regarding teachers’ shifts in beliefs and
practices, and my preliminary ideas for upcoming professional development activities. My
researcher’s journal also provided me the space to reflect on my own biases and possible
subjectivities in effort to enhance the validity of the research.
Memo writing
I also used memo writing to ensure the quality of the research. Memos were used as I
engaged in open coding and constant comparative analysis (Glaser & Strauss, 1967) throughout
the data collection process to document my thinking processes. Through memoing, I kept record
of my codes and their definitions, possible categories, examples of specific data that support
these emerging categories, and questions I had as I explored the data. Theoretical memos,
according to Corbin and Strauss (1990), provide a firm base for reporting on the research and its
implications.
Member checking
Creswell (2009) suggests using member checks to build the trustworthiness of a
qualitative study. By seeking input during the data analysis and writing process, member
checking enables researchers to determine the accuracy of their qualitative findings (Creswell,
2009; Tracy, 2010). In my study, I conducted member checking at various stages in my research
process to insure the validity of my findings. First, I provided participating teachers with written
drafts of my descriptions about their lives and their students’ lives for my context chapter as well
as my findings and interpretations allowing them to check the accuracy of my reporting. This
member check ensured that I represented teachers’ beliefs, experiences in the professional
development, and implementations of culturally responsive pedagogy as accurately as possible. I
also engaged in member checking by asking follow-up questions in our group debriefings at the
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conclusion of each professional development session and during our final interviews. My notes
in my researcher’s journal as well as my ongoing analysis of my data helped me identify any
follow up questions to clarify my interpretations. Sharing and dialoguing through member
checks provided participating teachers the opportunities for questions, critique, feedback,
affirmation, and collaboration (Tracy, 2010).
Peer debriefing
Peer debriefing, according to Creswell (2009), is a tool that can enhance the accuracy of a
qualitative account. I asked peers in the Language and Literacy’s writing support class to review
my initial findings and the data to support these findings. The verbal and written feedback from
my peers and instructor helped me to think more deeply about my interpretations and to improve
areas that need additional attention. Involving people that are not personally invested in my
research added to the validity of my study.
Ethical Considerations
For this study to be ethically grounded, I considered the ethical rules of conduct. First,
this research did not cause harm to the participants. Participants were assured that if they felt
any emotional stress from the interviews or from their participation in the professional
development, they were able to participate in ways that were comfortable or leave the study at
any time. Second, I obtained informed consent from all the participants. The participants’
involvement in this study was voluntary and they had the right to withdraw consent at any point
in the study for any reason. Before teachers were asked to sign any consents, they were fully
informed about all the aspects of the research project that may influence their decision to
participate. Specifically, I explained the data collection process, the participants’ involvement,
and their time commitment to this data collection. Next, I respected the participants’ privacy.
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Steps were taken throughout the research process to protect participants’ privacy. All hard-copy
data was secured in a locked cabinet for the duration of the project. In addition, all electronic
data was saved on a secure drive that was password protected. The initial and final interviews
and all professional development sessions were transcribed and organized into electronic folders.
Interviews were stored in electronic folders according to the participant. To meet the promise of
anonymity, I structured the collection of data so that the researcher cannot link specific
information with the individuals who provide it. Specifically, pseudonyms were utilized in field
notes, transcription, and subsequent writing related to the research. The interviews were named
using the first letter of each participant’s pseudonym and the date of the interview. Any data that
was imported to the qualitative research program, Dedoose, was password protected. Lastly, I
avoided conflicts of interest. To avoid conflict of interest, this study was conducted in school
district where I was not employed. Starting with these basic standards, I maintained the ethical
high ground for the research.
Limitations
My study had limitations. First, I conducted my professional development in a school
district where implementation of the Reading Recovery program was relatively new. Since this
Reading Recovery site had only been established for four years, teachers at this site were still
developing their knowledge of Reading Recovery practices and negotiating their roles in lessons
and within the larger school community. Although these teachers had limited experience with
Reading Recovery, they possessed drive, ambition, and dedication to providing the best, most
effective Reading Recovery program for their students. The teachers’ willingness and eagerness
to learn provided an ideal environment for the professional development offered in my study.
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Nevertheless, the results of the study could have varied with a more experienced group of
Reading Recovery teachers.
Additionally, I, like all qualitative researchers, acted as a research instrument when
conducting a research study. In doing so, all data and subsequent interpretations were valueladen (Yilmaz, 2013) influenced by my opinions, biases, prejudices (Bogdan & Biklen, 2003).
In effort to represent the participating teachers’ feelings, experiences, and perspectives
accurately and objectively, I attempted to minimize the influence of my subjectivities by
confronting my assumptions and biases by recording my reflections of my subjectivities in my
researcher’s journal and by revealing any biases that I bring to my study by sharing how my
background such as gender, ethnicity, disciplinary orientation and ideological viewpoint affect
my interpretation of the findings (Yilmaz, 2013, p. 321). I also used my theoretical perspectives,
critical theory, sociocultural theory, and communities of practice, to guide my analysis of the
data. I ensured that the data I collected in my interviews and during our professional
development sessions was authentic by transcribing it verbatim. Verbatim transcription allowed
me to use participating teachers’ own words to support my findings that emerged during data
collection and analysis processes and to provide factual, accurate, and detailed descriptions of
people, activities, interactions and settings (Yilmaz, 2013). Bogdan and Biklen (2003), note a
reputable qualitative paper “is well documented with description taken from the data to illustrate
and substantiate the assertions made” (p. 193).
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CHAPTER 4
CONTEXT OF STUDY

Qualitative inquiry, according to Erickson (2011), “seeks to discover and to describe in
narrative reporting what particular people do in their everyday lives and what their actions mean
to them” (p. 43). Since qualitative research is “a situated activity that locates the observer in the
world” (Denzin & Lincoln, 2011, p. 3), qualitative researchers are committed to viewing the
social world through the eyes of their subjects (Bryman, 1984). Qualitative researchers, as a
result, provide thick description of the phenomenon from their participants’ perspectives
(Yilmaz, 2013). Accordingly, qualitative studies are “highly context and case dependent”
(Yilmaz, 2013, p. 315) and warrant a description of the research setting and participants to help
readers contextualize the findings.
This chapter focuses on providing the context for this qualitative study. First, I provide a
description of the Reading Recovery tenets and framework according to Marie Clay. I then
describe the context of the professional development specifically outlining the characteristics and
content of the professional development. Also included in this chapter is a description of the
teachers who participated in the study specifically highlighting significant life experiences that
impacted their beliefs and teaching practices. I then include details of each teacher’s current
school and their role at that school. Lastly, each teacher’s focal students are described, including
home language, family life, and academic progress.
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Reading Recovery
Origins of Reading Recovery
As a researcher, Marie Clay has been described as “fiercely persistently, absolutely
ethical, and always open to new possibilities” (Askew, 2009, p. 101). Clay’s research was
revolutionary because she drew from different disciplines to create an “unusual lens” to observe
emerging literacy behaviors. Her background in developmental psychology influenced her
methodological and theoretical decisions. Developmental research allowed her to focus on
“what, when, and how to begin teaching” (p. 101) and how changes occur over time. Her
research focused on detailed descriptions of children’s literacy behaviors, abilities, and processes
as they changed over time. She argued her research in early literacy development needed to
begin with descriptive mapping, rather than a logical experimental question. In her 1963 study,
she used strategies from biological science to explore what children were learning in their first
year of school and how their behaviors changed over time. She used carefully controlled direct
observation in the students’ natural setting to record what happened as children learned to read
and write. Later, her unusual lens would derive what she coined as grounded theory of literacy.
Clay combined both quantitative and qualitative methodologies in her research. For her
quantitative research, she “used appropriate techniques for sampling, data collection, and
analysis; appropriate statistical analyses ensure reliability and validity” (Askew, 2009, p. 102).
On the other hand, for her qualitative research, she systematically collected data using reliable
and standard methods for observing and recording.
In 1976, Clay embarked on a two year research study aiming to answer her research
question, “Can we use the collective expertise of good teachers to develop and describe some
teaching procedures that can be used with failing children in school” (Clay, 1979, p. 1). Clay, as
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a result, began the Development Project in which she conducted detailed observation with the
intention of recording how teachers worked with struggling readers in one-on-one situation
(Ballantyne, 2009; Clay, 1993; Clay, 2009). In the second year, Clay assembled a team of six
practitioners who agreed to teach two struggling readers behind a one-way screen and to discuss
their teaching decisions before and during the lesson. Over a two year period, “a large number
of techniques were piloted, observed, discussed, argued over, related to theory, analysed, written
up, modified, and tried out in various ways, and, most important, many were discarded” (Clay,
2009, p. 37). The procedures outlined in Clay’s guidebook were derived from “the responses of
experienced teachers to children as they tried to read and write” (Clay, 2009, p. 37). The process
to refine these teaching procedures continued for several years as drafts of the teaching
procedures were written, debated, and revised by practicing teachers. Consequently, Reading
Recovery procedures are rooted in practice and theory.
Tenets and Beliefs of Reading Recovery
The origins of the Reading Recovery program were based on several key theoretical
principles. First, learning to read is a complex, problem-solving process which changes over
time. In effort to construct meaning from text, readers engage in perceptual and cognitive
decision-making activities which become increasingly complex as they engage with more
challenging texts. Second, students learn to read and write by reading and writing continuous
texts. Students learn to integrate all sources of information, including visual, structure, and
meaning, to develop working problem-solving systems as they tentatively construct the meanings
of continuous texts. Third, students are not blank slates but are knowledgeable individuals with
their own strengths and differences. Consequently, no one set of teaching sequences will meet
the varying abilities of students. Successful literacy programs are guided by students’ existing
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knowledge and experiences. This requires close observation from teachers to infer the
underlying learning processes and to create learning opportunities to build on their prior
knowledge. Lastly, reading and writing are reciprocal processes that employ the same cognitive
networks. Learning to read and write concurrently helps students to create valuable links
between the two interrelated processes. Teachers’ decision making is critical to providing a
responsive and accelerated program for struggling readers and writers (Schmitt, Askew, Fountas,
Lyons, & Pinnell, 2005).
Daily Lessons
The objective of Reading Recovery, according to the Reading Recovery Council of North
America (2014), is “to promote the accelerated learning so that students catch up to their peers,
close the achievement gap as quickly as possible, and can benefit from classroom instruction
without supplemental help” (“Lessons”). To achieve this end, Reading Recovery students
receive 30 minutes of daily instruction that has been individually designed and delivered by
trained Reading Recovery teachers, who use a range of teaching procedures outlined by Clay to
make “moment-by-moment decisions to support the unique needs of each student” (RRCNA,
2014, “Lessons”).
During the first two weeks of lessons, teachers begin a process of “roaming around the
known” in which they intentionally “stay with what the child already knows how to do” (Clay,
2005a, p. 32) being careful not to teach them any new items or processes. The teacher and
student collaboratively engage in the reading and writing of continuous texts, allowing the
teacher to build rapport with the student, to observe the child’s ways of responding, to build the
student’s confidence and fluency on familiar tasks, and to make the child feel like a reader and
writer.
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Teachers, after two weeks of Roaming, may begin moving into instruction using the Reading
Recovery lesson framework. The typical daily lesson, according to Clay (2005a), includes each
of the following activities, usually in the following order:


Reading two or more familiar books



Re-reading yesterday’s new book and taking a running record



Working with letter identification



Breaking words into parts



Writing a story



Hearing and recording sounds



Reconstructing the cut-up story



Listening to book introductions



Attempting to read the new book (Clay, 2005a, p. 37)
By the end of the lesson, Clay maintains, a student “should have revised easy reading,

letter knowledge, links between letters and sounds, and his monitoring strategies in the cut-up
story” (Clay, 2005a, p. 37). Therefore, Clay’s arrangement of the activities encourages the
student to “actively engage in solving problems preparing him for the new book” (p. 37). While
Clay allows for individual variations in the lesson format, teachers must have a “sound rationale
based on a particular child’s response to lesson” (Clay, 2005a, p. 38).
The typical Reading Recovery lesson begins with the student re-reading familiar books.
Familiar reading provides the student with a volume of reading practice exposing them to a range
of texts, structures, and meanings. Since the student has read these books previously, the student
has opportunities for speeded recognition and to practice the orchestration of processing. With
each additional reading of a book, the student is freed up to discover new things about text.
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During this time, the teacher supports the student’s tentative problem solving efforts, but limits
his or her involvement to encourage the student’s developing independence.
Following familiar reading, the teacher takes a running record of the student
independently reading the previous day’s new book. Since the teacher provides no input during
this reading, the student can demonstrate his or her range of strategic activities, including
“monitoring, choosing between alternatives, confirming, revising, and making appropriate links,
clusters of letters embedded within words while remaining attentive to the meaning of the text, to
the structure of the language, and to pace” (Clay, 2005a, p. 49). The running record allows
teachers to specifically check on reading processes they have recently emphasized in their
instructions. Once the student completes the running record book, the teacher selects one or two
teaching points based on his or her immediate assessment of the running record. The teacher
returns to the running record for further analysis of the student’s reading processing when
planning.
Students then spend a couple of minutes working with letters and words in isolation.
Work on letter identification facilitates the fast identification of letter shapes and features
allowing the reader to make faster decisions about words in continuous text. During this time,
the teacher may ask the student to trace, form, or sort letters, varying the positions, sizes, and
means of making letters. The teacher supports by modeling, verbally prompting, or guiding the
student’s hand. Students also work on words in isolation. Although students will learn about
taking words apart and constructing words throughout their lesson, Clay (2005b) proposes “the
aim of this work with words in isolation is to have him know about how words work and be able
to use this awareness while reading texts and while writing” (p. 138). Using words that have
emerged from current work in the lesson, the student learns ways to break words into parts, ways
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to construct and reconstruct known words, and ways to solve unfamiliar words through analogy.
While this work is done in isolation, Clay advises that links must be made between word work
and the reading and writing of continuous text to ensure “what is learned in one place is
transportable to another place” (Clay, 2005b, p. 47).
The writing portion of the lesson is next. The teacher first engages the student in a
“genuine, but short conversation” (Clay, 2005b, p. 55) to elicit a topic for his story. The student
composes the message for the story with the support of the teacher. Once the story is
formulated, the student and teacher share in its production. The student writes what he or she
can independently while the teacher writes the portion of text that is deemed to be too hard for
the student to attempt. The story is recorded in the bottom portion of an unlined exercise book.
The top portion is used as a work space for teaching and trial and errors. The student, for
example, may try out a word he thinks he knows, use Elkonin boxes to record sounds he hears in
sequence, solve words through analogy, or construct letters or words with fluency. Initially, the
teacher’s contribution is high, but gradually, the student will take over problem-solving of new
words allowing the teacher to monitor the student’s performance, anticipate problem-solving
difficulties, and/or teach through prompts.
The next activity, assembling the cut-up story, provides the student an opportunity to
“relate reading to writing, writing to speaking, and reading to speaking” (Clay, 2005b, p. 81).
The student first re-reads the completed story while the teacher rewrites the story on a cardboard
strip. This story is then cut-up into language units manageable for the student. The message
could be cut into “two or three phrases, whole words, and to emphasise a particular segment of a
word” (Clay, 2005b, p. 82). The student then reassembles the message with or without a model
depending on the child’s ability. Through the cut-up story, the student has opportunities to
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practice self-monitoring, checking, one-to-one correspondence, and directionality. As a result,
students “orchestrate many literacy activities on familiar material, slowed up, and constructed
deliberately” (Clay, 2005b, p. 85).
Lastly, the student is given a new book to read that is facilitative, highly motivational,
and “well within the child’s control” (Clay, 2005b, p. 90). The teacher first orients the student to
the story before he or she is asked to read it. In the book introduction, the teacher and the student
discuss the plot, vocabulary, and rehearse language structures attempting to take the “bugs” out
of the text before the first read. This introduction must be well planned and executed so the child
is prepared with the ideas and language needed to complete the reading. Prepared by the book
introduction, the student then reads the new books as independently as possible. The new book
can offer students an opportunity to read a simple text with fluency or understanding or to
problem-solve at points of difficulty by searching the print, picture, or language. Teachers
support students during the first reading of a new book through verbal prompting. The aim of
these prompts is to support and/or improve the processing of information on continuous texts.
Through teachers’ supportive teaching, students extend their ability to problem-solve in
continuous text.
The aim of Reading Recovery is to produce independent readers and writers. Reading
Recovery achieves this end by building the foundations for a self-extending system allowing
students’ reading and writing to improve whenever they read and write. According to Clay
(2005b), teachers foster the development of independent problem-solving by


prompting constructive activity



working with new knowledge



accepting the child’s initiatives
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accepting partially correct responses



playing with anticipation



developing attention to features



asking the child ‘to learn’




praising the way a child worked towards the solution, whether it was reached or
not
lifting the difficulty level



revisiting the familiar (p. 42).

When Reading Recovery teachers design a “superbly sequenced series of lessons” based
on their students’ competences, select the “clearest, easiest, most memorable examples with
which to establish a new response, skill, or principle” (Clay, 2005a, p. 23), and respond
tentatively, flexibly, and immediately to their students, the students’ reading and writing progress
is likely to be accelerated allowing them to “take[s] over the learning process and work[s]
independently, discovering new things inside and outside the lesson” (Clay, 2005a, p. 23).
Context of Professional Development
Qualities of Professional Development
The professional development was defined by four main qualities: common focus, safe
environment, multiple routes for learning, and learning from others. Teachers, when reflecting
on their positive experiences in learning communities, agreed maintaining a common focus was
essential. As a result, participating teachers requested an agenda be created for each professional
development to establish a clear purpose for our work and expectations for our participation.
This line of thinking is reflected in our first ground rule, “Agenda to establish purpose and clear
expectations” (PD 1, September 15, 2014). While I created the agenda and planned activities to
meet our expressed goals, teachers were included in the decision making by selecting learning
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opportunities and deciding on the ways and the extent they would enact these learning
opportunities. Consequently, the professional development provided teachers with structured
flexibility allowing them to take “different paths to common outcomes” (Clay, 1998).
Teachers also recognized that a safe environment facilitated their positive learning
experiences. Our ground rules established and maintained this idea of a safe learning
environment. They read, “Confidentiality and respect for different perspectives and learning
styles to establish comfort level and relationships. Everyone can share at comfort level in a
variety of sharing structures” (PD 1, September 15, 2014). As a result, we were intentional to
create a safe learning environment for the professional development by inviting teachers to
participate as they felt comfortable, honoring confidentiality, and maintaining positive personal
relationships. As the facilitator, I also tried to support and guide teachers to take risks in their
thinking and practices. To do so, I modeled my own reflective thinking, asked questions, rather
than gave answers, varied the participation structure and activities, offered learning opportunities
that stretched teachers outside of their comfort zone, and celebrated teachers’ efforts. Dana
shared that she benefitted from “the encouragement to go out and be a part of their community”
explaining the relationship building learning opportunities were “the impetus to get me going
and get me out to do that more” (Dana, Final Interview, December 18, 2014). Our efforts
yielded the intended result as demonstrated by Kara’s comment, “I think people were very
transparent and risk takers” (Kara, Final Interview, December 10, 2014).
Teachers valued that the professional development offered flexibility allowing for
multiple routes for learning. The menu of learning opportunities differentiated the learning
experience for each teacher. Dana valued the flexibility within the menu of learning
opportunities sharing, “I appreciate the inclusion of a menu for different assignments. For
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example, ‘getting to know our cultural selves’ holds no interest for me. I’m glad that is not a
requirement. However, the opportunities to read literature that I might not have been aware of is
a big plus” (Dana, Reflective Journal, September 15, 2014). Having a choice in reading
materials was also valued by teachers. Amanda shared, “I love being able to choose what we
read” (Amanda, Final Interview, December 12, 2014).
While the learning community framework was consistent through the professional
development, the participating structures and activities varied during and across sessions.
Amanda described the professional development, “It had a balance of everyone working
together, different activities, sometimes we were writing, writing on the wall, or talking with
somebody. So it was nice to have it changed up, but yet have the same structure” (Amanda,
Final Interview, December 12, 2014). A variety of activities enabled teachers to participate in
ways they were comfortable and encouraged them to remain engaged throughout each session.
Amanda agreed, “We have plenty of flexibility in how we each participate and contribute to the
group” (Amanda, Reflective Journal, September 15, 2014).
Offering time for reflection was valued by the teachers because it encouraged them to
think deeply about their beliefs, new learning, and teaching practices. Kara shared, “Reflections
were also helpful and having that built in time for reflection was important because it is so easy
to let go” (Kara, Final Interview, December 10, 2014). The structure of the professional
development encouraged teachers to take multiple routes for learning.
The structure and the flexibility of the professional development encouraged teachers to
learn from each other. Since each teachers’ knowledge and experiences were respected and
valued, dialogue between teachers offered relevant and meaningful learning opportunities.
Teachers were given time to dialogue about their professional reading allowing them to digest
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the material, to consider different interpretations, to share related personal experiences, to
examine the material more critically, and to brainstorm implications of the research on their
Reading Recovery practices making the reading more relevant and applicable to their daily
teaching practices. Through this collaborative effort, teachers socially constructed their
knowledge of culturally responsive teaching and related topics.
Teachers also used dialogue to share their teaching experiences, to revisit the principles
of Reading Recovery, and to collaboratively brainstorm instructional actions. Alessia, for
example, shared her student was having difficulty solving unfamiliar words. Together, we
reviewed the section in Literacy Lesson: Designed for Individuals (2005), “Hearing and
recording sounds and words,” modeled these teaching strategies, and then brainstormed possible
instructional actions based on Alessia’s lesson records. Dialogue grounded in practical
application and examples was valued by the teachers. Teachers appreciated discussing the
process for creating their own books based on students’ language structures, sharing teachercreated books, reflecting on instructional video-clips, and collaboratively brainstorming ways to
enact culturally responsive teaching with the Reading Recovery framework. Since dialogue was
a central feature of the professional development, teachers’ learning was often socially
constructed.
Content of Professional Development
Teachers participated in seven two-hour professional development sessions over a four
month period spanning from September 2014 until December 2014. The first session focused
primarily on community building and planning. During this time, teachers defined
characteristics of learning communities, established ground rules for our work together,
previewed available literature, and discussed available learning opportunities. While teachers
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made some preliminary decisions regarding the trajectory of the professional development
during this initial meeting, decisions regarding topics to be covered and home learning were
agreed upon at the conclusion of each meeting. The teachers chose to engage in three learning
opportunities throughout the course of the professional development, including reading
professional literature, building relationships with students and their families, and reflecting on
teaching practices through video-recorded lessons. The content of each professional
development session is outlined in Table 4.
Table 4
Outline of Professional Development Topics and Activities
PD Session
1

Date
9/15/14

2

9/29/14

Topics/Activities
-Read article, “Willing to be Disturb” and discussed
using “Text Rendering Experience” protocol
-Reflection on personal learning experiences to identify
attributes of a learning community using “Attributes of a
Learning Community” protocol
-Creation of ground rules using “Forming Ground Rules”
protocol
-Preview of learning opportunities available in
professional development and made preliminary
decisions regarding the direction of our professional
development
Home Learning: Self-selected article or book chapter
(Barone and Hong Xu’s (2008) “Working with Families”
in Literacy Instruction for English Language Learners
Pre-k- 2, Compton-Lilly’s (2006) “Identity, Childhood
Culture, and Literacy Learning: A Case Study” and
McMillion & Edwards’ (2008) “Examining Shared
Domains of Literacy in the Church and School of African
American Children” in Handbook of research on
teaching literacy through communicative and visual arts
(Vol. 2)
-Reflection and discussion of articles read for home
learning using the “Four A’s Text Protocol” and “Block
Party” Protocol
-Summary of characteristics of Culturally Responsive
Teaching
Home Learning: Read about culturally responsive
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3

10/13/14

4

10/27/14

5

11/7/14
Kara & Danielle
11/10/14
Amanda,
Alessia, &
Danielle

6

11/24/14

7

12/1/14

teaching according to Irvine and Armento (2001), Gay
(2010), or Nieto (2013)
-Discussion on identity using “The Paseo” protocol
-Discussion on the ways they were beginning to enact
CRT
-Reflection on CRT literature using “Graffiti Board”
protocol
Home Learning: Continued to read about culturally
responsive teaching according to Irvine and Armento
(2001), Gay (2010), or Nieto (2013), continue any selfselected reading (Delpit’s (1995) Other’s People’s
Children), make initial contact with a student’s family
-Discussion on contextual nature of language using
narrative developed from Dr. Bridges-Rhoads
-Shared ways they were reaching out to families and
enacting CRT
-Discussion of reading completed for home learning
using “Three levels of text” protocol
Home Learning: Continued self-selected reading, video
recorded two lessons and selected a clip that
demonstrated CRT and one that wanted feedback from
colleagues
-Viewed video clips
-Discussion of ways we have enacted CRT
-Provided feedback on teaching as requested by teachers
-Reflection on elements of CRT and if and how we have
satisfied these elements in our teaching
Home Learning: Read Hawley and Nieto’s (2010)
“Another inconvenient truth: Race and ethnicity” and
record two lessons and select a clip that demonstrates
CRT
-Reflection of and discussion on “Another inconvenient
truth: Race and ethnicity” using “Chalk Talk” protocol
-Viewed video clips and reflected on practice
Home Learning: Read Compton-Lilly’s (2008)
“Teaching struggling readers: Capitalizing on diversity
for effective learning”
-Discussion about what counts as literacy using wordless
picture books
-Read section on “Socio-cultural perspectives” in
Miller’s (2010) “An interrogation of the ‘If Only’
mentality: One teacher’s deficit perspective put on trial”
and discussed using “Text Rendering” protocol
-Reflection on how our thinking about literacy has
shifted as a result of our reading and professional
development
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-Reflection on new learning and ways it has impacted our
thinking and practice

Although teachers engaged in the same learning opportunities, teachers were given the
freedom to self-select readings, to engage with their students and families in ways that were
comfortable for them, and to self-select video-clips from their lessons to share with the group.
By using the professional learning framework (Birchak et al., 1998) (See Table 5), teachers had
the time and space to collaboratively reflect on their teaching practices, to puzzle through their
thinking through dialogue, and to explore professional literature.
Table 5
Professional Learning Community Framework (Birchak et al., 1998)
Introduction
Sharing
New Learning and Discussion
Review and Preparation for Next Session

As both the facilitator and a participant in the professional development, I created the agenda and
planned the activities based on teachers’ expressed needs and interests and on my preliminary
analysis of each professional development session. Although I created a plan for each session,
teachers were instrumental in determining the direction of conversation and the amount of time
dedicated to each topic, allowing teachers to benefit from every professional development
session.
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Participants
Four teachers participated in professional development sessions aimed at learning and
theorizing about culturally responsive teaching and developing culturally relevant teaching
practices within the framework of Reading Recovery. The participating teachers taught in
different elementary schools within Lincoln CISD. One teacher, Amanda, taught Descubriendo
la Lectura exclusively. Two teachers, Alessia and Kara, taught both Descubriendo la Lectura
and Reading Recovery. The final teacher, Dana, taught Reading Recovery exclusively. While
each teacher taught Reading Recovery in Spanish or English, their personal and professional
experiences and beliefs varied. They were raised in different areas around the nation and the
world, experienced daily life differently due to their family’s socioeconomic status, learned to
read and write using different methodologies, spoke a variety of languages, ascribed to different
religious beliefs, endured different personal and professional struggles, and possessed different
professional experiences. However, within these differences, there laid a common thread uniting
these teachers to the common goal of providing culturally responsive instruction to their
culturally and linguistically diverse students. All the teachers experienced personal or
professional struggles which led to a genuine acceptance of others, a willingness to learn from
others, and a dedication to serve their students to the best of their abilities.
Amanda
Amanda was born in the northeast region of the United States. She was born the sixth of
eight children in her family – six biological and two adopted cousins. Amanda described her
family as a “lively crowd” (Amanda, Initial Interview, September 5, 2014). Her father worked
leaving her mother to run the household. Amanda characterized her home life as “a little
chaotic” (Amanda, Initial Interview, September 5, 2014). Her mother kept busy running children
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to after school activities such as swimming, music, theater, or church youth group. Amanda
shared, “Everyone was running everywhere. You never really knew who was home and who
was gone. People just came and went” (Amanda, Initial Interview, September 5, 2014).
Amanda reported she was labelled and shunned at school by her classmates since her family was
“different” (Amanda, PD 3, October 13, 2014). As a result, Amanda’s social circle primarily
included her immediate and church families.
Amanda’s school literacy learning was not a positive experience for her. Amanda
recalled learning to read using a structured level book series. The writing she remembered was
focused on learning penmanship. Regardless of the task, Amanda struggled to maintain focus
which impacted her academic performance. Additionally, teachers failed to consider the
uniqueness of students’ lives when creating instructional activities. For example, Amanda’s
fourth grade teacher asked all her students to write down a recipe that they made at home. Since
Amanda was the sixth of eight children, preparing dinner with her mother was not a frequent
occurrence. Amanda, as a result, wrote a recipe for grilled cheese, a meal she had previously
prepared for her entire family. Amanda vividly remembered the way her teacher shunned her
telling her grilled cheese was not a recipe. In this instance and others throughout her school
experience, Amanda felt like she was “always wrong” (Amanda, PD 6, November 24, 2014).
Consequently, Amanda “tried to stay invisible” (Amanda, PD 3, October 13, 2014) at school.
Conversely, reading and writing were important parts of Amanda’s life outside of school.
Journaling was encouraged by her parents. Each child received their own diary to “write down
your feelings” (Amanda, Initial Interview, September 5, 2014). While Amanda did not have
much one-on-one time reading books with her mother, Amanda reported “literacy came through
music” (Amanda, Initial Interview, September 5, 2014). She remembered her family frequently
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sitting together singing church hymns. Her church activities offered additional literacy
opportunities. All of the children received their own bible which they were encouraged to read
independently. In the evening, the family would gather for a prayer time where her parents
would read a verse while the children followed along. Sunday school was also an important part
of her religious education. In high school, Amanda participated daily in a bible study class. In
these settings, Amanda was confident in her reading and writing abilities and eager to learn.
Amanda travelled across the country to attend college shedding any preconceived ideas
about her. In college, Amanda thrived in an environment where reflective writing and dialogue
were encouraged and rewarded. For the first time, she felt comfortable to participate and ask
questions. Amanda, as a result of her college experience, became a confident and eager student.
Amanda took time off from college to travel to Guatemala to do missionary work. The
purpose of her trip was to teach Christian lessons to the local people and to engage in community
service. Since Amanda only spoke English, she took a two month crash course in Spanish to
prepare for her trip. During the year and a half that she spent in Guatemala, she “lived like they
lived” (Amanda, Initial Interview, September 3, 2014). For example, she washed her clothes by
hand, walked everywhere, ate local foods, and stayed in modest rooms that she rented. She was
amazed by the humility, strong work ethic, and comradery of the people she encountered.
Amanda reported Guatemala was a life-changing experience. Reflecting on when she first
arrived in Guatemala, she revealed “I thought I knew everything,” but soon realized “I really
don’t know anything” and “I had a lot more to learn” (Amanda, Initial Interview, September 3,
2014).
Amanda’s upbringing impacted her instructional practices and her classroom disposition.
In her roles as a first grade, fifth grade, and bilingual pre-k teacher, Amanda worked hard to
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make reading and writing positive experiences for her students. As a result of her journaling in
her childhood, Amanda encouraged free writing for her students explaining, “I don’t ever want to
hold a child back from writing what they want” (Amanda, Initial Interview, September 5, 2014).
She also tried to encourage a love of reading by sharing literature that “was fun to read”
(Amanda, Initial Interview, September 5, 2014). Amanda considered herself to be an
understanding teacher. For example, Amanda discovered one of her students did not attend
school one day because she could not find her shoe. Amanda, knowing “exactly how that
happens” in a large family, told the child to come to school in her socks next time. Amanda also
recognized the value of allowing independence. In her family, Amanda was expected to do her
own laundry at a young age and later help prepare meals. As a result, Amanda was intentional to
provide students with classroom responsibilities.
Amanda worked at a small elementary school at the outskirts of the school district that
served 418 students. According to the 2012-2013 attendance rates, the student body was largely
Hispanic (71.1%), but the school also served African-American (13.9%), White (14.4%) and
Asian (.7%) students (TEA, 2013/2014). Of the 418 students, 33% were considered to be
English Language Learners. Amanda reported that the school offered free lunch to all its
students since 83.5% of the students were designated “economically disadvantaged” (TEA,
2013/2014). The school met the 2014 accountability rating on the STAAR test with 70% of
third, fourth, and fifth graders meeting the standard. The school received a distinction
designation for its academic achievement in reading and English/language arts.
Since Amanda was bilingual, she was asked by her administrator to train as a
Descubriendo la Lectura teacher to support struggling readers in the new bilingual program at
her school. During the course of the study, Amanda taught Descubriendo la Lectura part-time
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and a bilingual pre-K the other part of her day. Although Amanda was in her second year of
Descubriendo la Lectura, she taught two years previously in the classroom and worked as an
instructional aide while she had young children at home. She selected her two lowest
Descubriendo la Lectura students, Emelia and Cristian, to participate in this study.
Emelia. Emelia’s mother and father both immigrated illegally from Mexico to a suburb
in the Southwestern part of the United States where they shared property with Emelia’s mother’s
two sisters and their immediate families. Emelia, however, was born in the United States.
Emilia resided in a modest trailer with her mother, father, older brother, younger sister, and baby
brother, but she grew up surrounded by aunts, uncles, and cousins. According to Amanda,
Spanish was the primary language spoken in Emelia’s home although some members of her
extended family were able to speak both Spanish and English. Emelia attended a bilingual first
grade class where she struggled academically in both her native and second language. Amanda
reported that when Emelia spoke Spanish, she was able to use complex sentences with some
grammatical errors. Emelia’s English, on the other hand, was much more limited, speaking only
isolated words in English. Amanda also noted, when Emelia was questioned in English, she
consistently responded in Spanish. During the study, Emelia was qualified for speech services.
Emelia was recommended out of her Descubriendo la Lectura program after 20 weeks in the
program.
Cristian. Cristian, a Latino boy, lived in a home with his mother, father, and two older
brothers. Although Cristian was born in the United States, his mother and father immigrated
from Mexico. Cristian’s father worked several hours away limiting Cristian’s time with him to
occasional weekends and holidays. As a result, Cristian and his brothers were primarily raised
by his mother. Although Cristian’s mother spoke Spanish exclusively, his brothers often spoke
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English in the home. Unlike Cristian who was in a bilingual first grade class, his fourth and fifth
grade brothers received English as a Second Language services and were required to speak
English at school. Cristian, consequently, was exposed to both English and Spanish at home and
at school. Cristian, according to Amanda, seemed to be more comfortable speaking
English although he struggled recalling specific vocabulary. In his native language, Amanda
noted Cristian spoke in simple sentences that were often grammatically incorrect. Since he had
difficulty recalling vocabulary, Cristian often code switched between English and
Spanish. Cristian became eligible for speech services during the duration of the study. He was
recommended out of his Descubriendo la Lectura program after 20 weeks.
Kara
Kara was born in 1956 in Canada, but lived internationally due to her father’s work as a
geophysicist in the oil business. At the age of one, Kara and her parents moved to Bolivia.
Reflecting on stories shared by her parents, Kara recalled her “Anglo” parents “didn’t speak a
word of Spanish when they went to Bolivia” (Kara, September 3, 2014). Her parents learned
Spanish by listening to records and by studying in the evenings with a Bolivian doctor and his
wife. Her family lived modestly in Bolivia. She remembered the dirt roads running through
town. Since the family did not always have reliable electricity service in their home and few
books, the family entertained themselves by singing folksongs and telling stories. She attended
preschool and kindergarten in Bolivia which she described as “very primitive, very rustic” (Kara,
Initial Interview, September 3, 2014). While she could not recall books at school, she did
remember making paper chains, playing with clay, drawing pictures in the dirt, and playing on
swings. Her experiences with text during her time in Bolivia came from singing folksongs with
her family, singing hymns at church, and writing letters to her grandmothers and aunts.
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In 1961, prior to her first grade year, Kara and her family moved to the southeast region
of the United States. Kara’s mother enrolled her at a private school at five and a half since she
was too young for the public first grade class. Kara struggled to learn to read her first grade
year. She characterized her experience as a “really painful and miserable experience” explaining
the teacher would have to work with her on reading while everyone else rehearsed for the school
musical (Kara, Initial Interview, September 3, 2014). As a result, Kara became a timid learner
who was reluctant to participate or speak out in class. The next year Kara enrolled at a public
elementary. She recalled having a Spanish teacher every other day which helped keep her
Spanish “fresh” (Kara, Initial Interview, September 3, 2014). Kara’s family also continued to
speak in Spanish at home and to listen to Latin music. Kara even remembered being
reprimanded in Spanish when the family was in public.
By the end of sixth grade, her family moved to Southeast Asia where she lived in
Bangkok, Thailand for four years and Jakarta, Indonesia for two and half years. In both of these
countries, Kara attended international schools that “were sponsored by a collaboration of
countries” resulting in a “broad spectrum of teaching staff and leadership” (Kara, Initial
Interview, September 3, 2014). Although the schools were “pretty much run like an American
school run with American curriculum” (Kara, Initial Interview, September 3, 2014), the
international teaching staff exposed Kara to different perspectives and philosophies. The student
body attending these international schools was also diverse, unlike her schooling experience in
the United States, allowing Kara to develop friendships with people of varying racial and cultural
backgrounds.
Kara returned to the United States without her parents to attend college when she was 17.
Kara struggled to adjust to her move back to the States reporting, “I felt more like an outsider
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than I had ever felt in a foreign country” (Kara, Initial Interview, September 3, 2014). Kara
experienced a disconnect between herself and the people in the small college town. For
example, in a conversation about where Kara was from, Kara explained she was from Indonesia
to which the person responded, “Indiana, my God, that’s far” (Kara, Initial Interview, September
3, 2014). Kara also struggled with the waste of resources in the United States. She couldn’t
understand why people were blowing drying their hair to look like Farrah Fawcett or why so
much water was being wasted by flushing the toilet all the time. Kara reported that her
international experiences as well as her transition back to the United States gave her empathy for
second language learners. She also became more open to other people’s experiences and careful
about assuming what they have or have not been through as a result of an interview for a position
as a minority recruiter. At the interview, the interviewer questioned what Kara knew about being
a minority. Although Kara had blond hair, blue eyes and pale skin, she had been a minority her
entire life.
As a teacher, Kara’s conceptualization of literacy and best instructional practices were
influenced largely by Marie Clay. Kara defined literacy as “a message-getting, problem-solving
activity in encoding and decoding words that we speak and the language that we use” (Kara,
Initial Interview, September 3, 2014) which is nearly verbatim from Clay’s guidebook (2005).
Kara believed that school should provide opportunities for students to extend their oral language
and to engage in meaningful, purposeful tasks. She also believed that the lowest performing
students should be supported by the most qualified teachers, which she argued is not typically the
case.
While Kara worked primarily in the district offices as a Teacher Leader, she taught her
two students at an elementary several miles away. This elementary school served 648 students.
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According to the 2012-2013 attendance rate, the student population was largely Latino (82.7%).
The remaining portion of the student body was 13.9% African American, 2.8% White, 0.2%
American Indian, 0.3% Asian, and 0.2% two or more races. Ninety three percent of the students
were considered economically disadvantaged and 43.8% of the total student population were
designated as English Language Learners (TEA, 2013/2014). The school met the 2014
accountability rating with 67% of students meeting the standard. Kara explained that this
elementary school had been targeted by the district because more gains needed to be made in
tested grades. As a result, the school was subjected to frequent walk-throughs from the district.
According to Kara, the coordinator during these walk-throughs praised teachers in grades 3- 5
commenting they looked like model classrooms. The early grades, however, “needed more
support and assistance in refining their teaching” (Kara, Interview, October 6, 2014). Although
this school struggled to fill all its teaching positions, Kara chose to work in this school because
they “needed” her (Kara, Interview, October 6, 2014).
Kara has dedicated over 20 years to the field of education. Kara's professional
experiences have spanned from elementary to college education, teaching English Language
Learners in grades kindergarten through fifth grade, Reading Recovery and Descubriendo la
Lectura, high school Spanish, adult education (GED preparation, pre-literacy, and amnesty
requirements), and second language education for undergraduate education students. Kara
worked as the Teacher Leader for the school district for the past three years. Therefore, a
majority of her time was dedicated to the professional development and support of continuing
Reading Recovery and Descubriendo la Lectura teachers. Kara was trained in both Reading
Recovery and Descubriendo la Lectura and provided lessons for two students at a nearby
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elementary school. Kara selected a Reading Recovery student, Rashan, and a Descubriendo la
Lectura student, Arely, to participate in this study.
Rashan. Rashan, an African-American boy, was born in a suburb in the Southwestern
part of the United States. Rashan and his two younger brothers lived primarily with his greataunt and great-uncle since, according to Kara, his mother relocated to a different city to start a
new family and his father was incarcerated. Rashan spent significant amounts of time with his
extended family since his grandmother and uncles lived nearby operating a ranch. Rashan
qualified for free lunch at school. English was the only language spoken in the home. Kara
noted Rashan demonstrated control of informal and formal registers of English. However, he
struggled greatly in the classroom setting. Prior to her departure, his mother became so
concerned that she began an outside evaluation process for learning disabilities. Rashan was
recommended out of Reading Recovery after 20 weeks. The school immediately began the
follow up process to determine how else Rashan’s academic needs could be met. A Problem
Solving Team (PST) convened which included the school’s social worker, both classroom
teachers, Kara, the assistant principal, and the speech therapist as recorder. The PST met with
Rashan’s great-aunt who agreed to proceed with additional testing. A complete evaluation was
scheduled by the school’s diagnostician to be completed before the end of the school year. The
PST and Rashan’s great-aunt hoped that the diagnostician’s results would reveal the type of
long-term assistance he needed to be successful at school.
Arely. Kara’s Descubriendo la Lectura student was Arely, a Latina little girl. Although
both of her parents immigrated from Mexico, Arely was born in the United States. Arely lived
with her mother, father, younger sister, and baby brother. She spent considerable time with her
extended family since her grandmother, aunts, uncles, and cousins live in the same
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neighborhood. While Arely qualified for free lunch at school, Arely’s family seemed to work
hard to provide her with the things she needed and wanted. Her father worked outside of the
home while her mother did manicures in her home and frequently had garage sales. Her mother
also shopped at garage sales. Arely frequently reported that this or that item was purchased “en
los garajes.” Although Spanish is the parents’ first language, both Spanish and English
were spoken in her immediate and extended family. According to Kara, Arely’s oral language in
Spanish was somewhat limited. Arely often asked Kara what a Spanish word meant. Her
English proficiency also was limited. Since Arely attended a bilingual first grade program, she
was continuing to develop English and Spanish simultaneously. Kara, as a result, often
observed Arely code switching between the two languages. Arely discontinued her
Descubriendo la Lectura program after 20 weeks.
Dana
Dana was born in the southeast region of the United States. She characterized her
hometown as “backwoods” (Dana, Final Interview, December 18, 2014). The make-up of her
hometown was relatively homogenous consisting of only “white people and African American
people” (Dana, Initial Interview, September 3, 2014). She reflected that the first time she
encountered a person of Asian descent was in college. Dana was the youngest of five children,
but “grew up pretty much as an only child” (Dana, Initial Interview, September 3, 2014) since
she was a late-in-life baby. Her father passed away when she was two, leaving her mom to
provide for Dana and her four older siblings. As a single mother, Dana’s mom worked long
hours resulting in Dana spending much of her time with a babysitter. Dana struggled to
remember her mom reading or writing with her when she was young. Although she remembered
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getting books for her birthdays, Dana shared that “reading was not a huge part of my young life”
(Dana, Initial Interview, September 3, 2014).
Dana described herself as an average student which she attributed partially to her early
start in kindergarten. She learned to read phonetically using leveled readers such as Fun with
Dick and Jane (1946/1947). In later elementary school, she continued to develop as a reader
using a strictly sequenced, leveled reading program. She recalled being proud that she was
higher than some of the other children in her class. She attributed much of her reading success to
the phonics instruction she received. On the other hand, her husband was taught using wholelanguage approaches. Since her husband continued to struggle with decoding unfamiliar words
as an adult, she was skeptical of whole-language instruction and a “huge proponent of phonics”
(Dana, Initial Interview, September 3, 2014). While “sold on Reading Recovery and really
believing in it,” Dana admitted that she has to hold herself back and “not focus too much on that
[phonics]” in her Reading Recovery lessons (Dana, Initial Interview, September 3, 2014).
Education was not Dana’s first major in college. She initially majored in criminal justice
switching to education after a career counselor warned her of the difficulty locating a job in the
field. Since Dana was a Sunday school teacher, Brownie leader, and volunteer at the local
school, she decided education was the “natural choice” (Dana, Initial Interview, September 3,
2014), and she has gone on to complete her Master's degree in Early Childhood Education. Dana
has 18 years of experience teaching pre-K, first, second, and third grades. Her beliefs about best
ways to teach reading and writing have shifted as a result of her Reading Recovery training. In
her first years of teaching, Dana believed children “needed to know every letter and every
sound” (Dana, Initial Interview, September 3, 2014) before they could be taught to read. Dana’s
thinking shifted later in her career as she acknowledged the importance of exposing students to
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literature even if they haven’t mastered every letter and sound. She remembered dedicating 15
minutes every day to reading a novel to her second grade students for the pure purpose of
enjoyment. As a Reading Recovery teacher, she encouraged kindergarten teachers to expand
their repertoire of reading strategies taught to students beyond letter-by-letter sound analysis.
Dana prided herself on her love of learning. She explained she frequently volunteers to
attend trainings and is open and eager to try new instructional approaches. However, Dana’s
eagerness has not always been well-received by her colleagues. She recalled one of her early
teaching experiences where she taught in a “completely Hispanic neighborhood” (Dana, Final
Interview, December 18, 2014). Although her second grade class was about 80% Latino, Dana,
unlike her second grade colleagues who provide instruction primarily in Spanish, provided
instruction in English only. Seeing the power of using students’ native language when providing
instruction, Dana committed herself to learning Spanish by listening to instructional cassette
tapes to and from work. The first time she attempted her Spanish with her Latina teammates
they “burst out laughing” telling her she sounded like a “gringo” (Dana, Final Interview,
December 18, 2014). In addition to being ridiculed for her efforts to learn a new language, the
administrators would make jokes in Spanish at faculty meetings, and faculty members would
casually talk in Spanish making Dana feel like an outsider at this school. Although Dana
described the experience as “awful” (Dana, Final Interview, December 18, 2014), she admitted it
was an “eye opener” helping her to be more responsive to different cultures and conscious of the
way she makes other people feel.
During the duration of this study, Dana worked at an elementary school in the school
district that served 770 students according to 2012-2013 attendance data. The student population
attending this school included 32.9% African-American, 25.7% Hispanic, 14.8% White, 20.4%
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Asian, 0.1% Pacific Islander, and 5.8% two or more races (TEA, 2013/2014). Although Dana
reported that 37 different languages were spoken across the school, 37.4% of students received
the English Language Learner designation (TEA, 2013/2014). Since only 28.6% of students
were considered “economically disadvantaged”, the school did not receive Title One funding.
The elementary school had 93% of its third, fourth, and fifth graders meet the accountability
rating standard on the STAAR test receiving distinctions in reading, math, and science. Dana
attributed the school’s success on the STAAR to the “huge focus on [grades] 3 -5” (Dana, Initial
Interview, September 3, 2014). She complained the weakest teachers were often placed in the
lower grades because they were not subject to standardized testing. In her role as a Reading
Recovery teacher, Dana became vocal advocating for balanced literacy approaches in all grades
and for using informal data, such as running records and reading inventories, to develop
appropriate reading instruction. Her complaints were well-received by the administrative team
and, as a result, Dana has become an instructional leader in the school.
Dana was a full-time Reading Recovery teacher at her school serving six Reading
Recovery students and two small reading intervention groups. She was in her fourth year as a
Reading Recovery teacher. Dana selected her two lowest students, Alejandro and Carin, to
participate in the study. She later added Nathan, her third lowest student.
Nathan. Nathan, a Korean boy, was born in the northeast part of the United States, but
the family moved to the southwestern part of the United States prior to Nathan's kindergarten
year. He lived in a home with his mom, dad, younger brother, and a teenage exchange student
from China who Nathan presented as his brother. Nathan held dual-citizenship in the United
States and South Korea since both of his parents were born and raised in South Korea. His
parents entered the United States on a religious visa and were working toward citizenship in the
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United States. His dad was a respected pastor in a Korean church in the school community.
Nathan, consequently, did not qualify for the Free and Reduced Lunch program. Although his
dad was able to speak a limited amount of English, Korean was the language spoken primarily in
the home. Nathan, as a result, was fluent in Korean, but only spoke English in isolated
fragments or simple sentences. His English language development was supported through the
English as a Second Language program at his school. Nathan discontinued his Reading
Recovery program after 20 weeks.
Carin. Carin, a Vietnamese girl, was born in the United States. She lived in a middle
class neighborhood sharing her house with her mother, father, aunt, and uncle. Carin also
maintained a close relationships with her extended family (aunt, uncle, and two cousins) who
lived in a neighboring school district. While both her parents were able to speak English with
varying proficiency, Vietnamese was primarily spoken by her parents in the home. However,
Carin’s live-in aunt and uncle used Vietnamese and English interchangeably when conversing
with her. Consequently, Carin was fluent in her native Vietnamese. Carin, according to Dana,
spoke English using comprehensible sentences although she sometimes struggled with
inflectional endings and subject/verb agreement. Carin discontinued from her Reading Recovery
program after 13 weeks.
Alejandro. Alejandro, a Latino boy, was born in Colombia. Since Alejandro had shared
that his parents came to pick him up in Colombia after he was born, Dana suspected he had been
adopted. He lived with his mother and father who, according to Dana, absolutely adored him.
His father travelled extensively overseas for his work in the oil business. Consequently,
Alejandro did not qualify for the Free and Reduced Lunch program. Both his parents spoke
Spanish, but English was the primary language spoken in the home. As a result, Alejandro spoke
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English with native-like fluency, and he spoke limited Spanish using isolated phrases and simple
sentences. Alejandro discontinued his Reading Recovery program after 13 weeks.
Alessia
Alessia was born in the southeastern part of the United States, but was raised in northern
Mexico until the third grade. In Mexico, her father worked as a mechanic and her mother stayed
at home to raise Alessia, her older sister, and two younger brothers. Although she spoke of
Mexico fondly, she remembered growing up very poor. Alessia walked to school every morning
with her older sister. She enjoyed attending school. However, Alessia struggled to learn to read
because she “didn’t understand the purpose of reading” (Alessia, Initial Interview, September 10,
2014). Since her second grade teacher refused to teach her to read, Alessia spent countless hours
at home with her mother learning to read using newspapers and magazines. Once she learned to
read, Alessia returned to school for the remainder of her second grade year. At school, the class
sizes were large (50 students) and the instructional time was short (3 hours). Alessia’s reading
instruction consisted of independent reading from an anthology type book and teacher-led
question/answer discussions. Alessia learned to write by copying pages and pages of text from
books at school.
At the age of eight, Alessia begged her parents to allow her to move to the United States
to live with her aunt, uncle, and cousin so she could learn to speak English like her cousin.
Although Alessia had requested this move, being away from her immediate family was difficult.
Alessia reported school was also a challenge. In third grade, she was faced with learning a new
language while simultaneously learning to read and write. Luckily, Alessia’s third grade teacher
showed Alessia “extra love and care” (Alessia, Final Interview, December 15, 2014). Although
Alessia “didn’t really understand much” (Alessia, Initial Interview, September 10, 2014) her
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third grade year due to the language barrier, Alessia’s teacher created a safe classroom
environment where all students were respected and nurtured. Her teacher would often reward
students with prizes for trying their best. She fondly recalled working feverously to learn her
times tables because her teacher had offered a ten dollar prize. Additionally, Alessia’s teacher
also allowed her to take the class hamster or a suitcase full of games and toys to take home for
the weekend. Alessia recalled her third grade teacher was “one of those things that helped me
survive coming from Mexico into a new country and a new language” (Alessia, Final Interview,
December 15, 2014).
Alessia’s early literacy experiences appeared to have impacted the instruction she
provided and her role as a teacher. Alessia associated literacy with decoding written text,
explaining literacy was “the ability to be able to decode words and learn different reading
strategies to be able to decode words” (Alessia, Initial Interview, September 10, 2014). Alessia,
valuing the role of copying text when she learned to write, would similarly ask her Reading
Recovery and Descubriendo la Lectura students to copy their cut-up sentence once it was
assembled for homework. Her instructional practices as a classroom teacher seemed to also be
influenced by the balanced literacy movement, including small group guided reading instruction,
literacy stations, and a variety of children’s literature.
Remembering her experiences with her third grade teacher, Alessia worked to understand
students’ unique perspectives and experiences and to build a respectful, caring relationship with
them. Believing “you have to instill some love” (Alessia, Initial Interview, September 10, 2014),
Alessia showered her students with attention and rewards. Knowing that her students were
“trying” and “really working for it” (Alessia, Initial Interview, September 10, 2014), she offered
students candy and toys as an incentive to continue their efforts.
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Alessia has worked in the field of education for 11 years serving primarily first and
second graders. During the duration of this study, Alessia worked at a Title One elementary
school that served 540 students from pre-k to fifth grade. According to the 2012 – 2013
attendance rate, the student population was diverse with 69.3% of the students being Hispanic,
20% African-American, 9.3% White, 1.1% Asian, and .4% two or more races (TEA, 2013/2014).
Eighty-two percent of these students were “economically disadvantaged” and 33% of the school
population was English language learners. The school maintained a 25.3% mobility rate for their
students.
The school did meet the accountability rating standard on the STAAR test in the 20132014 school year with 67% of third, fourth, and fifth grade students meeting or exceeding the
standard (Texas Education Agency, 2013/2014). Alessia explained with the new STAAR test,
the teachers were under added pressure to perform. Their administrator stressed the importance
of using data to develop well-planned, quality instruction. Since her administrator “made it very
clear that you are either on the bus or off the bus,” Alessia believed teachers were receptive to
“all the new learning and workshops” (Alessia, Initial Interview, September 10, 2014).
Alessia has taught 11 years in first grade, second grade, and most recently, as a
Descubriendo la Lectura and Reading Recovery teacher. She was initially trained as a
Descubriendo la Lectura teacher in the first training class for the school district in 2011 after her
principal recruited her for the program. She was training as a bridging teacher while
participating in this study. As a bridging teacher, she was being trained as a Reading Recovery
teacher and served both Reading Recovery and Descubriendo la Lectura students. She selected
her lowest Descubriendo la Lectura student, Jennifer, and her lowest Reading Recovery student,
Sam, to participate in this study.
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Sam. Sam, a Cambodian boy, lived in a two-story home with his aunt, uncle, and two
older cousins who attended the same elementary school. Approximately a year ago, Sam left his
home in Cambodia to live with his extended family because his parents felt Sam could obtain a
better education in the United States. They have made a similar request for Sam’s younger
sister, but his aunt and uncle declined. Sam’s mother and father chose to stay in Cambodia
rather than join the rest of the family in the United States. His Cambodian grandparents visited
from Cambodia for extended periods of time. During these visits, Sam shared a bed with them.
According to Alessia, English was spoken exclusively in the home with the exception of his
grandparents who primarily spoke their native Khmer. Although his grandma spoke a limited
amount of English, she was the one who supported Sam academically by helping him with his
homework and listening to him read his Reading Recovery books since both his aunt and uncle
worked outside of the home for an insurance company and in a bakery, respectively. Since Sam
spent the first five years of his life in Cambodia, Sam spoke Khmer fluently. However, he had
limited English proficiency speaking in simple sentences and fragments. At school, Sam was
supported with English as a Second Language services. He discontinued his Reading Recovery
program at 20 weeks.
Jennifer. Jennifer, a Latina girl, attended kindergarten in Mexico and moved to the
United States prior to her first grade year. She lived in apartments across from the elementary
school with her mother, father, older brother, and twin younger brothers. Her father worked long
hours, so her mother provided most of the caregiving for the children. Spanish was the only
language spoken in the home. Jennifer attended a bilingual program at her elementary school
and received Descubriendo la Lectura lessons. While she was fluent in Spanish, she struggled
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academically in both Spanish and English. Jennifer discontinued her Descubriendo la Lectura
program after 16 weeks.
Danielle
I was born and raised in a little suburban town in the southeast region of the United
States. The farming community was comprised primarily of middle-class monolingual,
Caucasian families having blue and white collar jobs. Although I had limited exposure to racial
or cultural diversity, my parents instilled the idea that all people are equal regardless of
differences in race, religion, culture, etc. and should be treated with respect. My parents taught
me to be “color-blind” by appreciating each individual as an important part of our American
society.
I grew up the only child of two educators. Both my parents have been elementary school
teachers, reading specialists, administrators, and curriculum coordinators. When I was younger,
I accompanied my parents to their classrooms, watching intently as they prepared lessons,
designed bulletin boards, constructed literacy centers and, later, created school schedules, and
coached teachers. As I got older and understood the educational jibberish shared during dinner
conversations, I realized all things related to education were not good or easy. My parents
shared their efforts to help struggling teachers, to collaborate with uncooperative parents, and to
adopt a new reading series for the school district. I witnessed the long hours this profession
required. When I was older, it was not uncommon to call my mom at work at 7:00 at night to see
when she was coming home. To the other extreme, my dad would be off to work before I had
woken to start my day. My parents spent long hours working during the week as well as
weekends.
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Although my parents urged me to consider other fields, I pursued my dream to become a
teacher. My story as an educator began in the fall of 2001. Although the school system required
teachers to craft their instruction using quarterly instructional calendars for math and language
arts, I had the freedom to implement the workshop approach in reading, writing, and math to
provide students with continuous opportunities to learn and work at their instructional level. My
first year of teaching concluded with an announcement that my school system would be adopting
a scripted and strictly sequenced language arts program for the following school year. Predicting
this program would strip away my decision-making ability and freedoms in the classroom, I
turned in my resignation shortly after the initial training.
Moving to the southeast region of the United States, I was lucky enough to find a school
district that allowed teachers the flexibility to make instructional decisions based on their
students’ needs and abilities. In my first grade class, I once again taught using the workshop
approach using a variety of county-approved materials that could be used at my discretion to
teach the grade-level objectives.
In my fourth year of teaching, I left the familiarity of teaching in primarily white, uppermiddle class schools and accepted a Reading Recovery position at a Title One school that served
primarily Hispanic and African-American students. In my position, I worked one-on-one with
students as their Reading Recovery teacher, as well as with small groups of students as their
Early Intervention Teacher. Although I provided reading and writing academic support for
African-American and Hispanic students, I abided by my color-blind mentality and provided
interventions that failed to consider students’ racial and cultural identities or experiences. The
faculty at this school also represented a larger range of cultural and racial backgrounds. Since
this job was my first experience working closely with faculty of diverse backgrounds, I was
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shocked when I was confronted by a co-worker who said she wanted me to acknowledge her
differences as an African-American. For all these years, I focused on similarities between
individuals as a way to form bridges. Then, I was told I was being insensitive for not
recognizing how a person’s differences influence their perception. Until this interaction, I
thought little about my cultural values, beliefs, traditions, assumptions, misconceptions, and how
they influenced the ways I perceived other people.
My coursework offered as a part of my doctorate program, specifically “Social, Cultural,
& Political Contexts Shaping Early Literacy Instruction” and “Sociology of Education,”
transformed my personal and professional thinking about diversity. As a result of course
readings and class discussions, I began questioning if schools were putting some children at a
significant disadvantage since school discourse and instructional practices closely align with the
white, middle-class society. I realized the rigid and prescriptive definition of literacy in the
educational system was stifling the experiences and beliefs of culturally diverse children.
Authors who viewed literacy from a sociocultural perspective transformed my thinking and
helped me realize that the concept of literacy varies from culture to culture. I realized many of
my students were sacrificing pieces of their cultural identity to be “successful” at school. As I
reflected throughout these classes, I acknowledged that I had lost opportunities to extend upon
my students’ idea of literacy. I, as a result, accepted that I may have not been as committed to all
of my students as I once may have thought. My identity and my beliefs about myself, my
teaching practices, and my world were challenged. Through continued reading and learning, I
became more aware of the achievement gap and the larger societal issues impacting this gap,
developing empathy for the students I taught whose backgrounds and experiences were not
aligned with the mainstream school culture and gaining a heightened sensitivity for my capacity
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to support and/or hinder the achievement of my diverse students. I began to reject culturally
neutral conceptions of instruction and assessment in favor of those practices that attend to
culturally and linguistically diverse students. I re-dedicated myself to providing the best, most
appropriate education for all my students.
With this shift in thinking, I started to look more critically at the practices of my beloved
Reading Recovery program and considered ways my Reading Recovery lessons could be
culturally responsive. Having my questions unanswered by Clay’s (2005 a,b) Literacy Lesson:
Designed for Individuals, I became inspired to explore this topic through my dissertation.
Since I was not employed with a school district during the duration of this study, I
worked with one first grade student at a school in a neighboring school district three hours per
week. According to 2012-2013 enrollment data, this school served 506 students. Approximately
half of the student population (51.6%) was White. The remainder of the student population was
African-American (14.4%), Hispanic (24.7%), American Indian (.4%), Pacific Islander (.4%)
and students of two or more races (4.5%). Of the 506 students, 14.8% of the students were
considered to be English Language Learners. The school had recently lost its Title One
designation with only 36.2% of its students considered to be economically disadvantaged (TEA,
2013/2014). The school met the accountability rating and received distinction designations in
math and science for the top 25% student progress.
After teaching for three years in the classroom, I was trained as a Reading Recovery
teacher in 2005 in the southeastern region of the United States. In addition to my role as a
Reading Recovery teacher, I also assumed responsibilities as an Early Intervention teacher,
English as a Second Language teacher, Comprehensive Intervention Model teacher, and
instructional coach. For the purpose of this study, an administrator in a neighboring school
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district allowed me to tutor one student using Reading Recovery techniques. The administrator
selected this student, Manuel, based on his continued academic struggles in the classroom. At
the time, he was considered by the administrator to be the lowest student in first grade.
Manuel. Manuel, a Latino boy, lived with his mother, father, and older sister in an
apartment adjacent to the school campus. His mother worked in the home caring for an infant
while his dad worked inconsistent hours as a day laborer. Although both Manuel and his sister
were born in the United States, his mother and father immigrated from Mexico. Spanish was the
primary language spoken in the home since both of his parents spoke Spanish exclusively.
Manuel and his sister learned English in school. Manuel was bilingual, but not fluent in either
language. Manuel had difficulty pronouncing words, retrieving the appropriate vocabulary, and
speaking in meaningful phrases or sentences and, as a result, he often struggled to be understood
at home and at school. Although his parents recognized his difficulties learning and using
language and his continued academic struggles at school, they still viewed their son as a smart,
capable little boy.
Conclusion
Qualitative researchers take an “inductive, interpretive and naturalistic approach”
(Yilmaz, 2013, p. 312) to view the social world through the eyes of their subjects. Accordingly,
qualitative studies are “highly context and case dependent” (Yilmaz, 2013, p. 315. To help
readers contextualize the findings of my study, chapter four offered an in-depth description of
the Reading Recovery program, the professional development associated with this research, and
the teachers and students who participated in this study.
In the next chapter, findings extracted from the data collected during this four month
qualitative research study are presented. Detailed accounts from interactions within the
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professional development, interviews with teachers, and teacher and student artifacts illustrate
the ways teachers’ beliefs and practices shifted as a result of their participation in the
professional development. Through this community practice, new learning was socially
constructed. Therefore, teachers’ unique experiences impacted the ways teachers made sense of
their learning and consequently, the ways they enacted culturally responsive teaching within the
framework of Reading Recovery.
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CHAPTER 5
FINDINGS
This qualitative research investigation examined the shifts in teachers’ beliefs and
practices when engaged in a community of practice focused on culturally responsive teaching.
Specifically, this study addressed the following questions:
1. How does participation in a professional development focused on theorizing and
implementing culturally responsive teaching practices within the framework of
Reading Recovery impact Reading Recovery teachers’ beliefs about teaching
culturally and linguistically diverse Reading Recovery students?
2. How are Reading Recovery teachers’ instructional practices with culturally and
linguistically diverse students impacted by their participation in professional
development focused on learning about and incorporating students’ linguistic,
social, and cultural knowledge into the Reading Recovery framework?
Analysis of individual teacher interviews, teachers’ reflective journals, artifacts, and biweekly professional development sessions revealed teachers participating in this professional
development engaged critical reflection about themselves, their students, their role as a teacher,
and their instructional practices resulting in a shift in both their beliefs and practices.
This chapter is organized by themes that emerged from the data. Each theme relates to
the shifts teachers made as a result of their involvement in this professional development. The
first theme addresses changes in the ways teachers built relationships with students and their
families. The second theme focuses on shifts in teachers’ reflective thinking. The third theme
focuses on the changes teachers made in their practices, thereby supporting a culturally
responsive approach. These themes are discussed in detail in the following sections. Drawing
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upon these themes, I present a model of teacher learning and development in the final section to
capture the relationship between teacher beliefs, teaching practices, and the professional
development experiences and how this interaction contributed to changes in teachers’ beliefs and
practices.
Teacher Shifts
Relationship Building
Teachers, as a part of the professional development experience, built relationships with
their students and their parents and/or guardians as a way to make their teaching more culturally
responsive. While teachers’ approaches to relationship building varied due to their own time
restrictions, comfort level, and desired effects for the relationship building, all the teachers
reached out to their students and students’ families in new ways to begin to bridge the distance
between home and school.
Relationships with students. Since Reading Recovery is delivered in a one-on-one
setting, teachers have the opportunity to create more personal relationships with their students.
Teachers, in this study, were particularly attuned to creating and nurturing relationships with
their students within and outside of the Reading Recovery lesson which served to motivate,
encourage, and redefine students’ conception of teacher/student relationships.
While the teachers in this study created safe learning environments by thoughtfully
engaging with their students prior to the professional development, teachers began listening and
watching their students more intentionally to learn about students’ nonacademic strengths and
interests. Teachers’ genuine interactions encouraged students to share personal stories and take
risks with their learning. During “Roaming Around the Known,” teachers dedicated
considerable time getting to know their students. Alessia, for example, engaged in casual
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conversation with her student while coloring pictures for a book they were making. Talking as
friends, Alessia learned about students’ interests, friends, and home life (Alessia, Initial
Interview, September 10, 2014). Similarly, Dana utilized time during Roaming to learn about
students’ native language by inviting her students to teach her new words (Dana, Initial
Interview, September 3, 2014). Genuine conversations where students were able to share
themselves helped create an environment for students where they felt comfortable and respected.
Although these types of conversations were common for teachers prior to their involvement in
the professional development, teachers began listening purposefully in order to use the details
about students’ language, ways of being, and interests to create lessons that drew on students’
prior knowledge and interests.
As a result of our discussions surrounding Gay’s (2010) notion of culturally responsive
caring in professional development session #4, teachers made the learning environment more
comfortable for students by sincerely addressing their concerns. Many students enter Reading
Recovery feeling defeated by their inabilities to read, being highly dependent on adults, and
worried about failing. Amanda shared in professional development session #4 that she sacrificed
a few minutes from a lesson to reassure her student, who had stopped reading and refused to
continue due to an oral miscue, that making mistakes was a part of learning to read and not cause
for disappointment or anger. Once the student realized Amanda’s role was to support and not
criticize, she was willing to take more risks with her reading (Amanda, PD 4, October 27, 2014).
Amanda also found sharing her own reading struggles as a child helped to build her students’
confidence. She told her students, “I didn’t always read very well or very fast” due to her
difficulty focusing. As an adult, she has learned how to “cope” allowing her to love reading
again (Amanda, Final Interview, December 12, 2014). Amanda noticed that once her student,
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Kent, realized that other readers overcame their reading difficulties and became proficient
readers, he became more confident and eager to learn. Teachers found, when they dedicated
time and effort to learning about students and making them feel comfortable, students were
willing and motivated to put the effort into learning to read and write.
Noticing that their students’ insecurities about reading often originated in the classroom,
the teachers reported making extra efforts to comment to others about students’ progress and
development as a reader. In our discussion regarding ways to nurture students’ identity as a
reader, Dana offered that she frequently shared Carin’s amazing reading progress with her first
grade teacher. Dana shared,
I make a point of being loud. Like when she made a milestone or something, I will go to
[the] teacher and say, Ms. Jones, you should have heard her read today. She read this
book beautifully and I will do it loud so all the children around can hear it. Just so she is
getting that praise and she can internalize it (Dana, PD 3, October 13, 2014).
Not only did Dana’s comments help Carin socially with her classmates, they also
reassured Carin that she was smart and a reader (Dana, Final Interview, December 18, 2014).
Teachers also found other settings where students could feel comfortable and recognized as
readers. Dana, for example, invited her Reading Recovery students to lunch parties where they
celebrated their reading and writing successes (Dana, PD 3, October 13, 2014). At the parties,
they were accepted and celebrated by their peers for their accomplishments. She also
encouraged her developing readers to read at home to a younger sibling explaining, “Gosh, you
are such a good reader and you know how to read these words and you're reading with the baby
or the younger kindergarten brother or sister, you need to show her how to read now” (Dana, PD
3, October 13, 2014).
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Similarly, Danielle, recognizing students who identified themselves as the lowest reader
in their class, took her Reading Recovery students back to their kindergarten classrooms to
showcase their reading abilities. In this setting, Reading Recovery students were “reading stars”
repositioning themselves as successful readers and writers (Danielle, PD 3, October 3, 2014). By
nurturing students socially outside of the lessons, teachers showed students they cared, built
students’ confidence, and helped them reposition themselves in the classroom as capable and
knowledgeable readers and writers.
Teachers also created relationships with students outside of their Reading Recovery
lessons. During the sharing time in the fifth and sixth professional development sessions,
Alessia shared that she invited Sam to her house twice a week throughout the duration of his
Reading Recovery program (Alessia, PD 4, October 27, 2014). While they spent time reading
and writing, Alessia also nurtured him in motherly ways by playing games with him, giving him
snacks, and talking to him casually about his day (Alessia, PD 5, November 10, 2014). Alessia
reported Sam, as a result, was eager and motivated to work in his Reading Recovery lessons,
more willing to take risks during the lessons, and more responsive to Alessia’s feedback about
his learning and his behavior.
While Alessia was the only teacher who reported routinely spending time with her
student outside of the school day, Amanda shared she took any opportunity outside of the school
day to build relationships with her students. For example, Amanda shared during a discussion on
the importance of caring, that she noticed her student was more willing to share personal stories
after a car trip to a Behind the Glass [One teacher teaches a lesson behind a one-way mirror
while her colleagues observe, discuss, and reflect on the teaching and learning] in which Amanda

148

talked and sang with her student. Teachers’ impact reached beyond academics when they
developed their relationships with students beyond the school day or school premise.
When teachers went “into their [student’s] world” (Amanda, PD 4, October 27, 2014) by
visiting students’ homes and communities, teachers demonstrated to their students that they
cared about them and their families. Students developed trusting relationships with their teachers
and consequently, were more likely to “open up” (PD 6, November 24, 2014). For example,
Dana noticed that her student, Nathan, was more comfortable to ask questions to clarify the
meaning of words. She explained,
Initially, he just read the words and unless I asked or anticipated confusion, just kept on
going through the text. Now, he stops regularly to ask questions and talk to me about why
the book says something a particular way. He just seems really, really comfortable and
secure. Relationships make all the difference (Dana, Reflective Journal, January 23,
2015).
Teachers noticed students’ progress was often accelerated once a bond had been created,
and they realized their teachers were invested in them as students and as people (Amanda &
Dana, PD 6, November 24, 2014).
Relationships with parents. All participating teachers, acknowledging the importance
of maintaining contact with their students’ parents, found ways to interact with parents even
before their participation in this study. Teachers initially communicated formally with parents at
the school through Reading Recovery informational meetings, parent/teacher conferences, and/or
lesson observations. Dana, for example, explained that she met one-on-one with parents to share
the results of their child’s observational survey and how the scores ranked in comparison to an
average first grader. Dana also provided parents with information regarding how they could best
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help their child with reading and writing at home (Dana, Initial Interview, September 3, 2014).
Similarly, Alessia met with parents to discuss their child’s current reading and writing abilities,
the progress they needed to make to be successful in the classroom, and ways the parents could
support their child at home. She continued to meet with parents periodically throughout the
duration of her students’ programs to ensure parents were informed about how to best help their
child at different stages of his/her reading development (Alessia, Initial Interview, September 10,
2014). These types of interactions did keep parents informed and involved in their children’s
reading and writing development. Since these conversations were centered primarily, if not
exclusively, around students’ performance on school-based literacy tasks, teachers acted as the
expert maintaining power in the relationship and limiting the ways in which parents were invited
to participate.
However, over time, the frequency of teacher/parent communication, the nature of the
interactions, and the topics they discussed shifted. As teachers engaged in relationship building
with their students’ families, teachers’ roles and behaviors shifted to encourage “two-way
parent/school involvement” (Faltis, 2001), where parents were partners rather than passive
participants. This shift required teachers to critically reflect on their role as a teacher and to
abandon their philosophies of teachers being the primary educators in students’ lives.
Danielle, reflecting on the ways she engaged with parents, shared during a debrief in
professional development #5, “I was really good at telling them about their kid and wasn’t very
good about asking” (Danielle, PD 5, November 10, 2014). Teachers experienced discomfort
when re-evaluating the ways they approached students’ parents and the nature of the relationship.
Danielle, for example, offered during the sharing portion of professional development session
#4,
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I feel like in my role of I am the teacher and I am the provider of knowledge and I will
contact you and tell them about his progress, I felt very comfortable. But now that I am
trying to get outside that role and be more a partner and learn about your life, it is a little
bit uncomfortable and intimidating. Because I haven’t done that as much and every time
I have done it in the past, it makes me really nervous. That is a role that is very
unfamiliar (Danielle, PD 4, October 27, 2014).
Through reflection in the professional development sessions, teachers acknowledged their
interactions did not demonstrate to parents that their input and knowledge was valid or valuable.
For teachers to provide culturally responsive teaching, they recognized, as a result of their
discussions during the sharing time of the professional development, the need to value “where a
child comes from” and “to see parents as knowledgeable people” (Danielle, PD 5, November 10,
2014). Providing parents the opportunities to act as partners in their children’s education
enhanced teachers’ knowledge of their students and allowed parents to feel valued (Amanda,
Reflective Journal, December 1, 2014).
Throughout the duration of our professional development, teachers’ interactions with
parents changed in form and function. During the sharing portion of the professional
development sessions #4 and #5, teachers detailed how they reached out to parents in settings
that were comfortable for them, at times that were convenient to them, to talk about things that
were important to them.
Dana, learning the importance of religion in Nathan’s life, attended his Korean church
service and chatted casually with Nathan’s family about their hopes and dreams for Nathan as
well as their concerns. While they understood Nathan’s struggles to learn to read and write in
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English, they had larger concerns regarding his confusion about his nationality (Dana, Reflective
Journal, October 19, 2014).
Amanda also left the comfort of her school to visit the home and church of her
Descubriendo la Lectura student, Emelia. The home visit offered Amanda and Emelia’s mother
the opportunity to “just chat” (Amanda, PD 4, October 27, 2014). Amanda learned about
Emelia’s personality and the ways her personality impacted her behaviors, preferences, and
learning (PD 5, November 10, 2014). Amanda shared, “We would talk about how our older and
younger ones [children] are different. So she would ask me about my older and younger and
how they were alike and different and then she would tell me about her two girls” (Amanda, PD
5, November 10, 2014). In this setting, both Amanda and Emelia’s mother engaged in genuine
conversation where each person contributed comfortably and equally. Through collaborative
relationships with parents, teachers were able to incorporate students’ interests, honor students’
learning preferences, and address students’ challenges.
Kara, considering “how to make that [the role as a teacher in their family life] more
comfortable for them [parents] and more accessible, make school more accessible to them and
make me more available to them” (Kara, PD 5, November 7, 2014), reached out to her student’s,
Rashan’s, mother and aunt through more frequent phone calls. From sharing her observations to
asking for input to sending well wishes to Rashan when he was ill, Kara’s additional contact
dispelled their preconceived idea that Kara’s only intention was “checking up on them” (Kara,
PD 5, November 7, 2014). When teachers’ only intention was learning more about her student
and the students’ family, teachers provided families a safe and comfortable space to share
themselves, address their concerns, and become involved in their child’s education.
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Teachers, reaching out to parents through phone calls, conferences, emails,
questionnaires, home visits, church visits, and playdates, learned more about their students, their
ways of life, and their language and to establish parents as partners. For example, Danielle
shared in professional development session #4 that she sent home a brief questionnaire to
Manuel’s parents asking for their help making his reading time more effective. See figure 1
below.
Figure 1
Parent Questionnaire

English translation:
What is Manuel good at?
He says that everything he writes all the time
is very good.
What is hard for Manuel?
Writing and counting and making numbers
What does Manuel like to do at home?
Watch cartoons and play Nintendo and he
likes to take baths.
What do you like to do with Manuel?
Go to the park and play and walk, run all the
time. He likes to go and play outside with his
bike.
I enjoy working with Manuel.
Studying but he is always tired and sleepy and
that’s why I have so many problems with him.

Manuel’s mother shared her son’s interests, talents, and challenges as well as her
concerns. This questionnaire acknowledged that Manuel’s parents possessed valuable
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knowledge about their son and helped to establish them as partners. Based on the insight
Manuel’s mother provided in the questionnaire, Danielle created books about cartoons Manuel
enjoyed at home, engaged in conversations about Manuel’s favorite outdoor activities, and
reinforced Manuel’s mother’s expectation to complete homework even when he is feeling tired.
Teachers, when engaged in a partnership with parents, found they gained a more
complete understanding of the students’ challenges which helped them to respond more
appropriately to their students’ needs. For example, Danielle explained during the fifth
professional development session that during a visit at the park, Manuel’s parents offered their
observations regarding Manuel’s slow language development and his growing frustration with
not being understood (Danielle, PD 5, November 10, 2014). Similarly, Rashan’s mother
confirmed in a routine phone call with Kara that Rashan’s difficulty remembering impacted his
learning at school as well as activities in his daily life at home (Kara, Final Interview, December
10, 2014). Amanda learned that Emelia was born prematurely and that had led to developmental
delays which ultimately affected her academic performance. Specifically, Amanda shared in
professional development session #4 that she discovered Emelia had been denied the opportunity
to attend pre-k due to her potty training difficulties.
While each of their students faced different challenges, teachers agreed that parents
possessed knowledge and insights about their children that were invaluable. For the first time,
teachers entered collaborative partnerships with parents allowing them to consider, address, and
incorporate students’ interests, preferences, strengths, needs, and challenges which resulted in
more responsive Reading Recovery programs.
When teachers formed trusting relationships with parents, both teachers and parents
understood that their mutual effort ultimately benefitted the child. As a result, teachers and
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parents spoke more honestly with each other. Dana, for example, maintained continued
communication with Alejandro’s parents through phone calls, parent/teacher conferences, and
emails since his father spent most of the fall semester traveling for work. Alejandro’s parents
expressed their concern that Alejandro appeared to be progressing in Reading Recovery but not
making similar gains in the classroom. Having established a trusting relationship with
Alejandro’s parents, Dana felt comfortable to share that Alejandro may be taking advantage of
his “baby” role in the family delaying his reading and writing independence. She shared in
professional development session #3 that she had explained to his parents, “You need to have
him try, you will be amazed about what he really can do when you are not there completely as a
crutch the whole time” (Dana, PD 3, October 13, 2014).
Parents also felt more comfortable to share when trust was established. Amanda
described in professional development session #4 that during her home visit with Emelia, she
casually asked Emelia’s mother how long she had lived in Texas thinking it must be difficult to
be far away from people and things that were familiar and loved. Noticing Emelia’s mother was
hesitant to answer, Amanda reassured her that she wasn’t concerned about her legal status
explaining, “It doesn’t matter to me. I think it is amazing that you are here” (Amanda, PD 4,
October 27, 2014). With Amanda’s reassurance, Emelia’s mother shared freely about not having
their “papers” and the related challenges. Having established a trusting relationship where
Emelia’s mother felt comfortable sharing, Amanda gained a better understanding of Emelia’s
ways of being. When teachers and parents communicated openly, students often thrived.
Communication with parents also allowed teachers to “notice, accept and appreciate”
(Amanda, Journal Reflection, December 1, 2014) parents’ efforts at home to ensure their child’s
success at school. In professional development session #7, Kara reflected on her earlier
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complaints about parents’ failure to support students’ developing literacy experiences and how
these perceptions impacted her as teacher and her relationships with families.
And I really think I had given up working on that [partnering with parents] because of
years of discouragement I had experienced many years of working with children where
the homework doesn’t get done, the books don’t come back, the phone calls don’t get
returned, they don’t come to parent/teacher conference. And finally you start to believe,
as a teacher, that the parent doesn’t want to be involved. You do get discouraged (Kara,
PD 7, December 1, 2014).
However, through continued contact and communication with parents, teachers
acknowledged and valued the uniqueness in the ways families showed support for their
children’s education. Through additional contact with her students’ families and continued
conversations surrounding partnerships with parents in professional development sessions #2, #4,
#6, and #7, Kara was reminded that “lack of participation by the family has underlying reasons
and not to write the family off, not to give up in keeping the family informed, being more open
about the partnership” (Kara, Final Interview, December 10, 2014). Kara experienced a pivotal
shift when she discovered a crumbled up large note from Rashan’s aunt in the bottom of his
bookbag. In the note, Rashan’s aunt apologized to Rashan’s classroom teacher for not having his
homework because he had misplaced his homework list and she requested another homework
list. Kara, through this experience, realized “the home is trying” (Kara, PD 6, November 24,
2014) and her willingness to partner with families was restored (Kara, Final Interview,
December 10, 2014).
After reading and discussing a chapter entitled “Working with Families” (Barone & Hong
Xu, 2008) in professional development session #2, Amanda recognized that families, by in large,
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value their children’s education, but “they don’t all show it in the same way” (Amanda, PD 2,
September 29, 2014). Amanda reflected that parents may not be able to help their children with
their homework due to their educational level or limited English proficiency. She went on to say
that one thing she noticed is that parents support their children by setting high expectations for
the students to behave, work hard, and learn at school. When her students’ parents were able to
help them with homework at home, Amanda accepted and praised any and all efforts. For
example, Amanda celebrated the ways Emelia’s mother supported Emelia with the cut-up
sentence and extended the activity to provide an added challenge. Amanda explained,
I had a party when Emelia’s mom told me at home when she puts her sentence together,
“Oh, I switch it around and then see if she can fix it.” I was like, “You do? I love you.”
Knowing how much she does to help her child, seeing how involved she is, seeing that
she wants to… when she told me that I was elated” (Amanda, PD 6, November 24, 2014).
When teachers put aside their own notions of literacy and effective parental support, they
were more receptive and accepting of the ways parents supported their children academically.
Parents, consequently, were more likely to share their efforts with teachers and to continue with
their efforts at home.
Teachers, as a result of their relationship building with families, redefined their role as a
teacher beyond the confines of the school by renegotiating the boundary between home and
school allowing for comfortable, reciprocal relationships between parents and teachers. Amanda
reflected on the impacts of her home visit with Emelia on herself, Emelia, and Emelia’s family
during her final interview. She explained,
I know a lot of it happened after I visited her family. She [Emelia] became much more
open, much more open. And I think, ironically, I did too. You know as a teacher, you
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always have this boundary. Not only did I visit her family, but when I was there we
picked pecans off the ground and they gave me a whole bag. So I made some pecan
pumpkin bread and then I sent it home with her one day. You feel more comfortable, I
guess, in your teaching because you have more to talk about. It opens up more of a
friendship. And I know it is supposed to be this professional student/teacher relationship,
but you have to. The more open I am, the more open she is (Amanda, Final Interview,
December 12, 2014).
When teachers created personal relationships with their students and students’ families, the
pressure to maintain a purely professional relationship lessened allowing for more natural,
reciprocal relationships where children’s hopes, dreams, ways of being, and challenges were the
topics of conversation.
Dialogue about the positive interactions with parents that occurred during the sharing
portion of our professional development sessions helped to generate “refreshed hope” for Kara
(Kara, Final Interview, December 10, 2014). As a result, Kara thought creatively about ways she
could partner with parents. Kara, recognizing that the complexity of students’ lives at home
could prevent the parents from coming to school, created CDs of their child’s reading lessons to
give to each family for Christmas. Sending the CD home made the students’ reading and writing
progress accessible to grandmas, uncles, aunts, mothers, and other important people in the
children’s lives. The CD was accompanied by a handwritten letter from Kara recognizing the
student’s accomplishments and sharing her gratitude toward parents for their efforts at home.
Teachers, throughout our professional development, redefined their role in relationships with
parents changing the reasons for and the ways of interacting with parents thus paving the way for
powerful partnerships.
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Reflective Thinking
Teachers evaluated their beliefs about themselves, their students, and their instructional
practices through reflective journaling and professional dialogue. Teachers grappled with issues
of race, power, and literacy and the impacts of these issues at school, in their lessons, and on
their relationships with students and their families. Consequently, teachers expanded how they
defined their role as a teacher and changed their interactions with parents and students.
Race. Since “race and ethnicity affect how students respond to instruction and their
opportunities to learn” (Hawley & Nieto, 2010, p. 66), teachers in the professional development
discussed the role of race in the classroom, reflected on their own experiences, and considered
the impacts of race on their interactions with students and parents. Kara made the most
significant shifts in her thinking about race. She often utilized the sharing time to reflect on her
personal experiences and how these experiences influenced her as a teacher. Having grown up in
the southern region of United States during the Civil Rights Movement, Kara reflected on
experiences in her life that led to her anxiety and discomfort dealing with issues of race. She
remembered as a child the injustices that African-Americans experienced and how lucky she felt
because she was white (Kara, PD 6, November 24, 2014). Kara recalled the separation between
races in interactions within her extended family and in the larger community noting the “white
and black communities were very interdependent, not equal, but interdependent” (PD 5,
November 7, 2014). For example, when she visited the home of her aunt, Bonnie Jean, for a
funeral, she noticed an unfamiliar African-American lady walking around the house. When Kara
inquired about the women’s relationship to the family, her aunt explained that she had grown up
with the woman because her mother had died in childbirth and Bonnie Jean’s mother had nursed
them both. Kara reflected on the role of race in the relationship between the two women,
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So it is somebody who is close to her who she truly did grow up with. But was it equal
like a sister? No. Did she even introduce me to her? No. So there are all these layers
of…there is a profound respect and understanding, but there is not always an acceptance.
And I have always been aware of that (Kara, PD 5, November 7, 2014).
Kara also remembered the assassination of Martin Luther King Jr. and the way her
mother and their African-American housekeeper, Brenda, had sat together holdings hands, crying
and singing as they watched the funeral. She then recalled the way life returned to normal the
next day as Brenda resumed her regular duties as the family’s maid. Later, as a new teacher,
Kara taught in an all black school where she felt ignored and not included in conversations. Kara
found it difficult to become a part of the fabric of the school (Kara, PD 6, November 24, 2014).
By reflecting on these experiences, she realized she had become “hypersensitive” about race
(Kara, PD 5, November 7, 2014). Kara worried about being sued or offending someone and
avoided using color words when interacting with her students (Kara, PD 1, September 29, 2014).
For example, when viewing her lesson videos in professional development session #5, Kara
confronted the ways her anxiety about race impacted her interactions with her student. In this
lesson, she set up her iPad to record the lesson and her African-American student, Rashan,
mentioned that he could hardly see his face on the screen. Kara responded, “It is a little bit dark
in here,” but quickly revised her response to “The lighting in here is really bad” (Kara, PD 5,
November 7, 2014) worried that her previous reference to being dark was offensive. Kara
acknowledged that her reservations about race caused her to select her words very carefully with
her students or to avoid subjects altogether. Later in the lesson, Kara reflected on how freely and
innocently Rashan discussed race when sharing a story about Zorro.
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Zorro is a white cowboy. Zorro is a white cowboy with a white horse. And he just tells
me so flat out and I am like, it is the grown-ups that have the hang ups. Because I have
the hang-up about that I am not going to tell you it is dark. It is too dark to see you. That
mortifies me. And yet, he is able to say it is white cowboy with a white horse that is what
Zorro is. So, I am thinking he doesn’t have attached the baggage that people assume he
has attached to color words (Kara, PD 5, November 7, 2014).
While Kara was encouraged that Rashan thought little about race, she recognized her discomfort
with racial tensions was constantly present.
Through these reflections, Kara acknowledged that race impacted her thinking and the
way she interacted with her students, as well as the larger educational system. Kara, accepting
that “schools operate based on only limited cultural knowledge” (Kara, Reflective Journal,
December 1, 2014), concluded race continues to affect teaching and learning. As a result, issues
of race needed to be discussed and confronted in order to respond appropriately and effectively
to the different needs of students. Through these critical reflections on her personal experiences
and on her interactions with her students, Kara experienced shifts in her thinking about race.
Although race continued to be a “taboo topic” for her (Kara, PD 7, December 1, 2014), Kara
accepted that race affects teaching and learning and attempted not to avoid topics of race with
her students or other teachers due to her own apprehensions.
During a “Chalk Talk” discussion of the article, “Another Inconvenient Truth: Race and
Ethnicity Matter” (See figure 2) in professional development #6, teachers began to explore topics
related to race including the stereotype threat, the color-blind mentality, and the necessity to
examine our own biases.
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Figure 2
Chalk Talk Conversation

In the conversation following the Chalk Talk, Danielle explored her experiences growing
up in a primarily white, middle class neighborhood. She shared, “My neighborhood didn’t have
much diversity and the diversity that was there, it wasn’t thought about. So I didn’t see the
discrimination and I didn’t see the disadvantages because even if they were of a diverse
background, they were middle class” (Danielle, PD 6, November 24, 2014). She also reflected
on her experiences growing up in a family who ascribed to a color-blind mentality and the
discomfort she faced when she confronted these beliefs about color blindness and considered the
notion of white privilege. She explained,
[From a color-blind perspective] You see everyone the same. You treat everyone the
same. That is just the way it is. So to think about it differently was at first very
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uncomfortable, but then to think that you are privileged and this is why and you need to
be fighting for people who aren’t privileged. That was completely different than the way
I had been thinking…So, it has been a very uncomfortable place for me to think about,
and I think if people don’t have to, they won’t. (Danielle, PD 6, November 24, 2014).
She continued to reflect on how her teacher education courses and her early professional
development experiences reaffirmed her color-blind mentality by promoting the notion that
“good teaching is good teaching.” Since she did not confront her color-blind mentality until her
graduate studies, she shared she has, in a sense, “retrained” her brain to acknowledge and
embrace racial differences.
Conversely, Kara shared how she came to see white privilege in her own life when
recounting her experience living in Indonesia to her brother-in-law who is black Panamanian.
When she shared with him that she felt safe during her time in Indonesia, he retorted, “But you
are white” (Kara, PD 6, November 24, 2014). He further explained that she felt safe because she
looked different and everyone noticed her and watched out for her. As Kara continued to
explore the thinking behind his comment in professional development session #6, she realized
looking differently only partially explained her safety in Indonesia. She also considered that her
whiteness offered her safety because, in that context, white was connected to power. Due to this
interaction with her brother-in-law, Kara realized the effects of white privilege.
While teachers engaged in reflective thinking regarding issues of race in professional
development session #6, time did not allow for the continued dialogue about race necessary to
demonstrate significant shifts in teacher beliefs.
Power. Teachers, as they were reading and discussing Lisa Delpit’s (1995) Other
People’s Children: Cultural Conflict in the Classroom, began to confront the ever-present issue
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of power that undergirds their relationships and interactions with both students and parents.
Delpit (1995) argues that there are codes or rules for participating in power which she coins “the
culture of power” (p. 24). The rules of the culture of power reflect the rules of the culture of
those in power reproducing structures of domination and preserving what Choules (2007) calls
“the circle of privilege”. People with power rarely recognize this power and, as a result, tend to
take the established social arrangements for granted (Angus, 2012; Delpit, 1995). Consequently,
teachers began to question the status quo within current structures of American society and
schools. For example, Amanda, recognizing the oppressive power of standardized testing,
questioned if the American educational system was “free and equal” as it claimed. She
explained, “It is not equal when you [all students] are being tested exactly the same. I don’t like
that you are tested exactly the same and you have come in at very different places. And if they
don’t have any exposure to their own language and culture” (Amanda, Final Interview,
December 12, 2014).
Dana confronted the notion that school practices and events often reinforce white power
and privilege. To illustrate, Dana, reflecting on “Christmas Around the World” activities at her
school, questioned the instructional decisions of first grade teachers at her school, specifically,
concerning the focus on Christmas in England and Italy rather than on Nigeria, Vietnam, or
Korea. Even though this thematic unit provided teachers an opportunity to incorporate students’
culture into the curriculum, teachers instead taught their unit as planned, denying students’ voice
to be acknowledged or valued at school (Dana, Final Interview, December 18, 2014).
As teachers thought about the rules for participating in power related to “linguistic forms,
communicative strategies and presentation of self” (Delpit, 1995, p. 25), teachers began to think
specifically about the language used and taught in schools. When reflecting on the four
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components of culturally responsive teaching (critical self-reflection, valuing language and
culture, holding high expectations, and promoting social justice), during professional
development session #3, teachers grappled with how they could support students’ ways of
talking while also teaching them the tools to be successful in the world. Dana grappled with this
tension sharing,
I am thinking we try to value those things [semantics, accents, dialect, dialogue], but at
the same time in the real world, they have to perform in this middle America white
business world and we want to give them the tools to be able to do that too without
negating that culture and that dialect and all that other stuff, but they need to know what
situation to use it in (Dana, PD 3, October 13, 2014).
The teachers agreed that explicit conversations regarding registers of language rarely
occurred at school, thereby disadvantaging students who used nonstandard forms of English.
Teachers, acknowledging language as situated action, assumed the responsibility to help their
students understand how to shift their language to match the context. Dana, quoting Gay (2010)
on our graffiti board discussion (See figure 3 for the graffiti board discussion on promoting
social justice), suggested that teachers need to respect students’ native language or dialect while
also providing them the tools to become fluent in two different ways of talking, thus, allowing
students to become “communicative code shifters” (Jones & Shorter-Gooden, 2003).
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Figure 3
Graffiti Board on Promoting Social Justice

Communicative code shifting, according to Jones and Shorter-Gooden (2003), includes changing
voice pitch, rhythm of speech, vocabulary, and inflection; censoring conversation; editing
dialogue internally, and shifting on multiple levels across forms, content, and contexts. During
our reflective conversation following the graffiti board protocol, teachers agreed this type of
language flexibility is not innate, but instead needs to be explicitly taught. Specifically, Dana
suggested teachers must be more explicit about the uses of language.
But what I am saying is I think that they have to be taught that. I don’t think we
explicitly teach that. We just say to that child that comes in and says, “Hey, Homie” and
wants to high five stuff, we just automatically say, “That is wrong” and “You don’t talk
that way.” We don’t explain, you know, that is completely ok to do that with your guys
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on the basketball court, but it not ok in school. And I think we need to do a better job of
that, of teaching them the difference (Dana, PD 3, October 13, 2014).
Kara agreed, proposing teachers should explicitly teach their students to use multiple registers,
formal and informal. This explicit instruction on language would improve students’ academic
performance as well as help them to understand school culture. Kara explained,
Here is part of why kids get in trouble for sassing. It is sassing to one kind of ears, and it
is not sassing to another kind of ears. So they have to learn saying, “Hiya, Momma” to
my teacher is inappropriate because why? Because it is too informal of a register. Not
because I am bad person and I use my words wrong, not because I don’t know better
words, and not because she just got offended, but that it just isn’t formal enough. So a
formal way to say that would be… Or can you say that in a more formal way or can you
say it like a book would say it? (Kara, PD 3, October 13, 2014).
Following this discussion, teachers attempted to empower students by providing them with
explicit instruction and with the tools to be successful in school and in their professional lives.
As they confronted issues of race and power in our professional development sessions
and related readings, Amanda, Dana, and Kara recognized and questioned the current structures
in the educational system, as well as the larger society, that served to oppress people of color.
Not all teachers were ready to engage in difficult conversations. Alessia, for example, reluctantly
shared her personal experiences living in Mexico and then moving to the United States at age
eight in her initial interview, but she was not willing to share these experiences in the larger
professional development setting with others.
Teachers also began to examine how power influenced their roles as teachers and their
interactions with students and parents. From our reading, we discussed that low-income families
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or families of color are often “viewed through a lens of disadvantage, deficiency, passivity, and
even neglect” (Cooper, Riehl, & Hasan, 2010, p. 760). Teachers, assuming a critical stance,
considered how their interactions with their culturally and linguistically diverse students and
their parents perpetuated dominance and the actions they took to renegotiate these relationships
to create more equal partnerships. When exploring their beliefs about culturally and
linguistically diverse families, teachers began to consider the perspectives of their students and
their parents. Teachers, through discussions in sharing time, acknowledged the challenges their
students had faced when immigrating to a new country. As children attempted to assimilate into
a new culture, they were expected to simultaneously learn to read and write in a new language.
Teachers, consequently, noticed when children new to the country were subjected to the
expectations of the educational system, their bubbly, happy personalities were often replaced
with dread, fear, and anger as they continued to struggle academically (PD 4, October 27, 2014).
Teachers speculated that students’ feelings of insufficiency and insecurity were amplified by
pressures expressed by parents to take advantage of the educational opportunities, by the
pressure of peers to conform, and by the humiliation they felt with their failed efforts to learn to
read and write (PD 4, October 27, 2014). With all these factors weighing on students, teachers
understood more why students exhibited passive learning behaviors and found ways to “validate
children’s uniqueness” (Kara, Reflective Journal, December 1, 2014) within and outside of the
Reading Recovery lesson.
When considering parents’ perspectives, teachers began to notice their own positions of
power and how easily they casted involvement from a “white, middle class” perspective. For
example, Alessia shared an experience from the previous year, where her expectations for family
engagement and involvement were not met. Upon her arrival to the student’s home, the mother,
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hardly acknowledging her presence, continued to watch her telenovela (a Spanish soap opera)
while rocking her infant. Alessia perceived the mother’s actions as disengaged and uninvolved.
The other teachers, however, offered a different perspective for Alessia. They commented on
how the mother may have felt when a teacher (from the United States) invites herself to the
apartment to tutor her child because adequate support had not been provided.
Kara: Maybe she was feeling anxious about it.
Amanda: If I don’t feel confident, I am either all in or all out because I feel
uncomfortable. So if somebody came to my house, like if I was the mom, especially if I
stayed at home with the kids, if someone came to my house and said I’m going to work
with your kids, I think I would have felt…
Kara: There is kind of a judgment involved.
Amanda: Yeah. I would feel awkward.
Kara, similarly, shared that she had not been received as warmly as she hoped when she
returned her student, Rashan, to his home after their Behind the Glass lesson.
When I brought Rashan home and I followed him in the entry to be sure that there was
somebody home and they saw that he was home. There were people in the house and
they were active, but they were not really going to talk. And so, I just said, “Thanks,
thanks for trusting me with him” and just turned around closed the door and left. It is
kind of like I feel like there were three adults there, his mother, his aunt, and the
gentleman. I feel kind of like I don’t want to impose, but I also feel like they weren’t
interested in what had happened, how did it go. Maybe they weren’t interested because I
was still there. I probably have hang ups about it (Kara, PD 4, October 27, 2014).
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Kara was disappointed and surprised by the lack of engagement and interest from Rashan’s
family since the family had responded graciously in all their previous interactions. However,
previous interactions had occurred either over the phone or on the school premise. When Kara
entered their home, somewhat uninvited, their response changed.
During the sharing time in professional development session #4, teachers considered the
role of power in the way Rashan’s family had responded. Specifically, teachers questioned if the
family restricted their interactions because they had felt inferior, insecure, unprepared,
uncomfortable, or even offended when Kara, in her position as an “all knowing” white, middleclass teacher, entered their home unannounced and uninvited (PD 4, October 27, 2014).
Reflecting on this encounter, Kara shared, “Maybe they are really tired of people telling them
what to do with their kids or what is right or wrong about their child or what he is doing well or
poorly” (Kara, PD 4, October 27, 2014). Following this interaction, Kara reached out to the aunt
over the phone when Rashan had been absent from school. The aunt’s immediate response was
defensive explaining, “But I sent a note” (PD 5, November 7, 2014) indicating the aunt viewed
Kara in a position of power; consequently, Kara’s actions were perceived as an attack. Kara’s
interactions with Rashan’s family, as well as discussions during our professional development
sessions, led her to conclude “the way we see ourselves is not the way the people in the home are
likely to see us” (Kara, Final Interview, December 10, 2014). Kara, consequently, reflected on
ways to make herself more accessible to the family in hopes of creating a more balanced
partnership. When Kara considered parents’ perspectives and the ways power undergird the
teacher/parent relationship, she thought more intentionally about her interactions with families.
In an effort to diminish the role of power in their relationship with parents, teachers
attempted to make themselves more vulnerable by revealing more about themselves and
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engaging in ways and/or places parents felt comfortable (PD 6, November 24, 2014). Amanda
revealed during the sharing time of professional development session #5 that she was “politely
honest” with her parents about her shortcomings as a teacher and as a second language learner.
She admitted to her bilingual parents that she often feels nervous talking to adults in Spanish
because it is her second language. When parents responded warmly to her concession, she asked
them if she could conduct the conference in English. Amanda also requested the parents’ help to
figure out the most appropriate word in Spanish when she was “talking and rattling stuff off”
(Amanda, PD 5, November 10, 2014). By making her shortcomings apparent, Amanda revealed
to parents, “I don’t know everything,” lessening her position of power (Amanda, PD 5,
November 10, 2014).
On another occasion, teachers disclosed during sharing time that they brought their own
children to meetings with students and their families as a way to create common ground.
Amanda, for example, brought her two daughters with her to meet Emelia and her family making
Amanda more relatable as a mother. Conversation, as a result, flowed more easily and naturally
as Amanda and Emelia’s mother discussed their children. Similarly, Danielle and Manuel’s
parents agreed to meet at the school playground allowing for more casual conversation while
Danielle’s toddlers were entertained by Manuel and his big sister. In this setting, Manuel’s
parents felt comfortable to ask Danielle about herself and about her little girls. Each, as a result,
were able to share their own personal stories about their children with one another. By finding
ways to make themselves more accessible and vulnerable to parents, some teachers attempted to
balance the power within their relationships.
Not all teachers were receptive to forging stronger relationships with parents. Alessia,
focusing her time and attention on Sam, only exchanged small talk and pleasantries with Sam’s
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uncle explaining, “I don’t really want to put more on his uncle and then his uncle probably will
say, ok, I am not going to take him [Sam to Alessia’s house]” (Alessia, Final Interview,
December 15, 2014). Although Sam’s uncle and aunt put forth the time and effort to take Sam to
Alessia’s house twice a week, Alessia assumed they were not interested in dialoguing about Sam
and his literacy development and denied them opportunities to share their insights about Sam;
consequently, Alessia continued to hold the power as primary and most important educator in
Sam’s life.
Literacy. Conversations in professional development sessions #2 and #7 helped teachers
to expand their definition of literacy to include nonstandard forms of literacy. Prior to the
professional development, teachers’ conception of literacy was limited to reading and writing
written texts. Kara, taking the lead from Clay, defined literacy as “a message-getting, problemsolving activity in encoding and decoding the words that we speak and the language that we use”
(Kara, Initial Interview, September 3, 2014). Alessia’s definition also emphasized decoding in
her conception of literacy explaining, “literacy is the ability to be able to decode words and learn
different reading strategies to be able to decode unfamiliar words (Alessia, Initial Interview,
September 10, 2014). Dana, on the other hand, defined literacy as “Understanding print, more
than just reading. Literacy is using print and text of all kinds to absorb the things around you.
Not just necessarily in the book or a newspaper” (Dana, September 3, 2014). Although Dana
considered nontraditional texts, such as billboards, signs and forms, her conception of literacy
was still centered around written texts. Amanda, similarly, defined literacy through reading and
writing. However, she identified different types of literacy characterized by their purpose
including survival literacy, academic literacy, and the love of literacy (Amanda, Initial Interview,
September 5, 2014). While Amanda’s definition of literacy was limited to written texts, she
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acknowledged and encouraged nontraditional forms of literacy in her classroom, such as
storytelling or dramatic performances. Teachers’ conceptualizations of literacy were primarily
limited to the tasks of reading and writing written tasks.
Through our reading and discussions, teachers considered, questioned, and even
challenged definitions of literacy that only included written texts. Alessia, referencing Miller’s
(2010) article, questioned why school literacy is dominated by white, middle class values in
which a mother and child cuddled together reading bedtime stories is considered the norm. In
response, teachers reflected on the difficulty breaking away from white, middle class
conceptualizations of literacy that primarily emphasize written texts even when a majority of
their students do not fit into that category (PD 7, December 1, 2014).
When discussing the sociocultural perspective of literacy in Miller’s (2010) article,
teachers reflected on their own home literacy practices that did not involve sitting down and
reading a book. Kara incorporated literacy into long trips in the car by having her children listen
to stories on tape. Kara recognized the importance of conversation as she recounted grocery
store conversations with her children, “When we would be in the grocery store, I would be
talking about the apples and oranges and how much is it? What does the price say? What is the
word? Does it say it in Spanish and English?” She also talked about the importance and power
of music. Remembering her early childhood experiences in Bolivia where books were scarce
and television and radio were unavailable, Kara would sing as her mother played folk songs on
the piano. Through these early experiences with music, Kara reported she learned that words
and notes had meaning (Kara, PD 7, December 1, 2014). Amanda fondly remembered playing
the word games on long road trips with all her siblings. The family eagerly searched road signs
looking for letters when playing the alphabet game or attempted to guess the unknown object in
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the question and answer game, Amanda called, “animal, vegetable, mineral.” Others
remembered this game as 20 questions (Amanda, PD 7, December 1, 2014). Similarly, Alessia
recalled the power of reading body language when playing Charades with her family (Alessia,
PD 7, December 1, 2014). By reflecting on their own literacy practices, teachers recognized the
value of nonstandard forms of literacy. Teachers realized that through their engagement in
practices, such as word games, conversations, music, and charades, they were orally deriving and
constructing meaning, a process similar to reading and writing texts. If these sources of
knowledge were accessed in school, their reading and writing ability would be enhanced (PD 7,
December 1, 2014).
Teachers also considered the idea and value of “non-print texts” (Barone & Hong Xu,
2008). Using Barone and Hong Xu’s (2008) explanation of non-print texts, teachers grappled
with the definition and forms of non-print texts. Since Clay’s teaching procedures primarily
address the reading and writing of written texts, teachers struggled to understand a text as nonprint.
Kara: What does that [non-print text] mean? I can’t think of anything that is a non-print
text.
Danielle: So they were talking about television in that you can learn a storyline,
beginning, middle, and end. There are literacy things you can be learning that aren’t
necessarily written.
Kara: Ok, so they mean text like a story, like a continuous story, not text… because to
me, I am so literal, I am like, text, text has to be written down so that just means story
like (PD 2, September 29, 2014).
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As teachers’ conceptualized non-print texts, they then considered examples of non-print
texts. Teachers reflected on Barone and Hong Xu’s idea that watching a television program
could be considered a non-print text. Amanda, using her daughter as an example, explained the
ways watching television provided her daughter with opportunities to apply her literacy
knowledge.
My daughter actually loves watching movies. She tells me the whole story. She does it.
What she said to me is I am telling you the story because in school we are learning about
summarizing and I am going to tell you the whole thing. I am going to tell you the whole
story and this happened because of this, this, and this (Amanda, PD 2, September 29,
2014).
Through Amanda’s example, teachers realized watching television could provide children
with opportunities to develop knowledge of story grammar and literacy skills such as
summarizing without a written text making it a non-print text. Teachers also considered if
discussing the day’s events or reading a situation could be considered non-print texts. Danielle
reflected on the literacy skills needed to read a situation. She explained, “I have to use context
clues and I have to read your body expression, and I have to make inferences about what you are
thinking based on how you are interacting” (Danielle, PD 2, September 29, 2014). Similarly,
Kara reflected that “some kids do read all the cues and know whether or not they are safe,
mommy is happy” (Kara, PD 2, September 29, 2014). While teachers agreed that reading a
situation could be considered a non-print text, Amanda suggested these skills are often taught.
Specifically, Amanda explained that parents may teach their children the context cues to
understand a situation. Amanda gave an example of kids fighting. She explained that a parent
might say, “She is backing away. You have to read her body language. Look at the way she is
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looking at you” or the parent may ask the child “to pay attention to what they see, what they
hear” (Amanda, PD 2, September 29, 2014). Kara claimed her Reading Recovery students are
often good at reading situations and agreed this is a strength that could be linked to their reading
of written texts. Consequently, teachers considered the forms and value of non-print texts and
the ways they could be utilized within the framework of Reading Recovery. Teachers also
expanded their conceptualization of what counts as literacy beyond written texts.
Teachers began to include print and non-print texts as they explored their students’ home
literacy practices. Specifically, Amanda and Danielle attempted to engage students as
storytellers by inviting them to document their lives through photographs. Both teachers noticed
that students eagerly told stories related to these photographs. Teachers also acknowledged the
literacy of activities such as reading recipes, listening to sermons at church, reading body
language, oral storytelling, creating shopping lists, listening to stories on the computer, making
inferences from a picture, and even watching television (PD 7, December 1, 2014).
Through their readings, discussions in our professional development, and interactions
with their students and students’ families, teachers’ definitions of literacy shifted to reflect nonprint literacy practices. Two teachers, Kara and Amanda, reported a change in the way they
thought about literacy. Kara, although she still recited the Reading Recovery definition of
literacy, also included cultural literacy, survival literacy, and household literacy which
encompassed nontraditional forms of literacy. She defined cultural literacy as “meaning-making
in other formats” which could be whole group identifiers and/or the idiosyncrasies of the child
(Kara, PD 7, December 1, 2014). For household literacy, Kara emphasized the importance of
oral language problem-solving. Kara characterized survival literacy in terms of “how-to” (Kara,
Final Interview, December 10, 2014). She used her student Rashan to illustrate survival literacy.
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Rashan today was tying his own shoes and he knew how to do that even before he came
to school. And it makes me think of the literacy he has. He spent the night at grandma’s
and his uncle wasn’t there. So he fed and watered the horse and he rode the horse. I am
like the literacy of what you know how to do, the survival literacy, is just so different
(Kara, Final Interview, December 10, 2014).
While Kara still maintained literacy in Reading Recovery was specifically about reading
and writing, she reconceptualized what counted as literacy in the lives of her students. Similarly,
Amanda shared that her thinking about literacy changed as a result of her involvement in our
professional development. She reported that she “always thought about it [literacy] as reading
and writing,” but now considered “anything having to do with stories, histories, whether it be
telling, reading, writing, acting out, sharing” a part of literacy (Amanda, Final Interview,
December 12, 2014). She specifically highlighted the importance of oral storytelling in her
students’ literacy lives explaining many of her struggling readers and writers were “the best
storytellers, better than everyone else” (Amanda, Final Interview, December 12, 2014).
Amanda acknowledged the importance of teaching students to read and write in Reading
Recovery; however, she also emphasized the importance of using the literacy students bring to
the lesson that is typically not considered or acknowledged (Amanda, Final Interview, December
12, 2012). These teachers, while highlighting the importance of reading and writing in their
definitions of literacy, also included nontraditional forms of literacy, such as oral storytelling,
conversation, reading body language, dramatic performance, and how-to literacy changing what
they counted as literacy and how they characterized the literacy strengths of their students.
Teachers’ engagement with reflective writing, dialogue, and professional readings,
allowed them to grapple with issues of race, power, and literacy. In some instances, teachers’
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beliefs and/or instructional practices shifted enabling teachers to enact culturally responsive
teaching within the framework of Reading Recovery.
Instructional Practices: Focusing on Linguistic and Sociocultural Understandings
As a result of their participation in the professional development, teachers were given the
time and space to “take a breather and remember this [student] is not a checklist, it is a person”
(Amanda, PD 6, November 24, 2014). Discussions, readings, and reflections encouraged
teachers to think critically about their students, their role as a teacher, and the instruction they
provided their students. Teachers talked about a wide range of changes they were making in
their teaching practices and in the ways they learned about their students. By utilizing their
students’ linguistic and sociocultural knowledge, teachers began to implement culturally
responsive teaching within the established framework of Reading Recovery and Descubriendo la
Lectura.
Believing children need to be “constructive, problem-solving doers and thinkers” (Clay,
1998, p. 3), Clay necessitates the importance of teachers enlisting students’ initiatives and
allowing them to utilize their prior knowledge and ways of learning when attempting new tasks.
The ways Reading Recovery teachers can utilize students’ academic knowledge and strengths is
outlined specifically within Clay’s (2005a,b) Literacy Lesson: Designed for Individuals. In this
study, teachers found ways to also utilize students’ sociocultural and linguistic knowledge to
establish links between the familiar and new to make learning to read and write easier for their
students. As a result of their continued professional reading, discussion, and experimentation,
teachers began to consider more than students’ academic strengths, needs, and interests by also
taking into account students’ familiar language structures, known vocabulary, values, beliefs,
feelings, experiences, and relationships when planning and delivering their Reading Recovery
instruction.
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Specifically, teachers, recognizing the value of learning about their students’ academic,
linguistic, and sociocultural knowledge, began to dedicate time before, during, and after their
Reading Recovery lessons to talk with and observe their students. With an increased knowledge
about their students, teachers changed their criteria for selecting new books, the way they
introduced book, and the words they used in word work. Teachers also began modifying and
creating books based on students’ familiar language structures, vocabulary, and experiences.
Teachers made space for students to share about themselves. While teachers shifted their
instructional practices in a variety of ways and to different degrees, their shifts paved the way for
Reading Recovery practices to be more culturally responsive.
Utilizing students’ linguistic knowledge. Understanding “the foundation of literacy
learning lies in the language the child has already constructed” (Clay, 1998, p. 2), participating
teachers found ways to link students’ linguistic knowledge with the novel tasks of reading and
writing. To accomplish this end, participating teachers first found it necessary to engage
students in authentic conversations that allowed them to hear and record the diversity of
students’ utterances. Clay (2005a) agrees, conversation between teacher and student provides
teachers with opportunities to “observe, listen to, and tune into a learner” (p. 34).
Teachers emphasized the importance of “really listening” to their students (Amanda,
Final Interview, December 12, 2014) and then jotting down the language structures and
vocabulary that “fall out” of their students’ mouths (Kara, PD 5, November 7, 2014). Amanda
shared that she pays specific attention to the errors her students make in their oral language and
the nuances of their language allowing her to capitalize on each student’s unique ways of talking.
In professional development session #5, when Kara and I were brainstorming ways to
better support my student, Manuel, as we viewed a clip of his lesson, Kara shared that she used
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the back of her data card during “Roaming Around the Known” (Clay, 2005a) to record a
student’s longest utterance or a rich sentence. See figure 4 for Kara’s notes recorded on
Rashan’s data card. On the front of the data card, Kara included all the letter and word
knowledge that Rashan demonstrated he knew during Roaming. On the back, Kara noted an
example of Rashan’s oral language from the beginning of Roaming.
Figure 4
Kara’s Data Card Notes

A horse is easy
to ride.
Kara explained that making these notes throughout the lesson helped her to identify a student’s
“automated sentence structures in his own bank of grammar” (Kara, PD 5, November 7, 2014).
Conversations offered teachers the time and space within the lesson to “listen to the
child’s use of language” (Clay, 2005, p. 33). Since language structures controlled in students’
oral language were often more easily utilized in students’ reading and writing, teachers spent
time analyzing their notes regarding students’ oral language. Teachers reported using these
findings to make strategic instructional decisions individualizing students’ lessons to utilize and
to build upon students’ specific linguistic abilities. For example, teachers used their notes on
students’ oral language when selecting books, creating books, modifying books, introducing a
new book, and prompting within a new book. Since students at the beginning of their series of
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lessons typically have limited knowledge of isolated letters and words, an analysis of students’
language structures and vocabulary assisted teachers in selecting books that contained familiar
concepts, vocabulary, and sentence structures allowing students to draw from their rich semantic
and syntactic cueing systems.
Teachers created books utilizing their students’ familiar language structures especially at
the beginning of their programs. Although teacher-created books was not a new practice,
teachers revealed in the sharing portion of professional development sessions #3, #4, #5, and #6
that they were thinking more intentionally about the language structures due to their reflections
and our discussion surrounding professional reading including Barone & Hong Xu’s (2008),
Literacy Instruction for English Language Learners Pre-K – 2, Delpit’s (1995), Other People’s
Children: Cultural Conflict in the Classroom, Hawley & Nieto’s (2010) “Another Inconvenient
Truth: Race and Ethnicity Matters,” Irvine & Armento’s (2001) Culturally Responsive Teaching:
Lesson Planning for Elementary and Middle Grades, and McMillion & Edwards’ (2008)
“Examining Shared Domains of Literacy in the Church and School of African American
Children.” Teacher-created books that accounted for students’ language structures helped to
ensure students’ linguistic knowledge acted as an aid rather than a barrier.
To illustrate, Amanda noticed that her student, Emelia, did not control the word, “the” in
her oral language or in her oral reading of books. She thoughtfully created books for her that
avoided this language structure (for the time being) to ensure Emelia’s success in using all her
cueing systems effectively. She explained, “I have taken them [the] out of her books and I write
them with ‘me.’ It is not the pencil. It is my pencil. Everything is ‘my’ right now because we
can do that word” (Amanda, Final Interview, December 12, 2014). When teachers incorporated
students’ ways of talking, students were able to easily remember and read the established pattern
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in a book allowing them to focus on establishing early reading concepts, including left to right,
1:1, return sweep, using finger to point, and holding a pattern.
Co-constructing books with their students was one way teachers found to utilize students’
familiar language structures. Although this practice was used by some teachers prior to the
professional development, teachers reported in professional development session #5 when
viewing clips of their lesson that their intention for the practice had changed. Rather than using
co-constructed books to fill the void in their collection of little books, teachers included students
in the process of composing and writing new books to capitalize on students’ known language
structures and vocabulary. When and how students were involved in this process depended on
the students’ capabilities and the teaching focus for that particular book.
When sharing video clips during professional development session #5, Amanda shared
how she co-constructed a book with her student, Emelia. In the video-clip, Amanda and Emelia,
collaboratively wrote a book on the promethean board, an interactive white board, about
Emelia’s favorite movie character, Elsa. Using the pictures of Elsa on the promethean board,
Amanda asked Emelia to compose a sentence about all the things Elsa had. Amanda then
recorded Emelia’s utterances verbatim on the board to create “Emelia’s grammatically structured
book” (Amanda, PD 5, November 10, 2014). One page read, “Elsa tiene helos sus manos”
which translates into English as “Elsa has ice her hands.” See figure 5.
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Figure 5
Excerpts from Amanda’s Co-Constructed Book

English translation:
Elsa Ana are friends.

This dictated book was then printed and utilized as the new book. Since Emelia was not yet
convinced text contained a definitive message, this co-construction enabled Emelia to forge the
connection between her oral language and the printed text and to utilize the syntactic cueing
system at point of difficulty in new texts.
Danielle, on the other hand, guided the language structure presented in a co-constructed
book rather than allowing her student to exclusively dictate the text. Based on her notes, Manuel
demonstrated that he could hold a familiar language pattern and attempt known words using
meaning. Danielle, as a result, created a book that contained the familiar language structure,
“Look at the…” and then asked Manuel to co-construct the second line of text. Danielle
described her process when sharing video clips in professional development session #5,
We were writing about his birthday, because he had told me everything that was at his
birthday. So, what I did was, Look at the cake. Manuel is… and then I had the picture.
And I didn’t want to say Manuel is eating the cake if that isn’t what he wanted to say.
So, I just left it blank and I wrote the rest when he told me. So, it was, Look at the cake.
Manuel is… and he added eating the cake. And then look at the present. Manuel is and
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he told me opening the present. Brilliant. He did brilliant on that book (PD5, November
7, 2014).
These excerpts can be found in figure 6.
Figure 6
Excerpts from Danielle’s Co-constructed Book

By utilizing his known language structures, vocabulary, and concepts, Manuel demonstrated
control of his early reading behaviors and drew from all three cueing systems (meaning,
structure, and visual) to read the text with ease and accuracy. When students controlled a
language structure orally, teachers found they were more likely to control that structure in
written text. Teachers, consequently, were strategic to include students’ familiar language
structures and vocabulary into teacher and student co-created books allowing students’ linguistic
capabilities to be an asset to students’ developing reading process.
Another instructional practice teachers implemented to support students’ current
knowledge of language structures was to modify the text in published little books to match the
linguistic capabilities of their students. While this is not a teaching procedure outlined by Clay
(2005b), some of the teachers at this site reported using this technique prior to their participation
in the professional development. However, teachers’ intention for modifying text prior to their
participation in the professional development focused primarily on students’ sight word
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knowledge. By collaboratively brainstorming text that utilized students’ familiar language
structures and vocabulary during the sharing portion of professional developments #3, #5, and
#6, teachers shared that they were more cognizant of students’ familiar language structures and
vocabulary when modifying books.
While brainstorming how to help a student struggling to retain book language structures
in professional development session #5, Kara suggested using analyzed notes of students’ oral
language, as well as lesson records, to determine troublesome language structures and
vocabulary. While Clay (1991, 2005b) suggests taking note of the longest sentence a student
produces, this analysis enabled teachers to eliminate or change problematic unfamiliar language
structures or terminology allowing the new learning to be introduced into “the integrated
networks of knowledge that the child already controls” (Clay, 2005b, p. 90). Kara, for example,
shared in her final interview that she had modified the language structures and vocabulary in
books for her student, Rashan, who had a limited bank of known words in reading. Kara
eliminated unfamiliar words such as “photo” in The Photo Book (Randell, 1996b). See figure 7.
Figure 7
Excerpt from The Photo Book with Kara’s Modifications
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To provide Rashan the opportunity to monitor his known words, Kara also changed the
unfamiliar language structure “Here is James.” to “Look at James.” in The Photo Book (Randell,
1996 b). See figure 8 below.
Figure 8
Excerpt from The Photo Book with Kara’s Modifications

By modifying the vocabulary and language structures in the books, Kara limited Rashan’s
opportunities for problem solving ensuring the book would be “well within the child’s control”
(Clay, 2005, p. 90).
Amanda also changed word labels in a published book to match students’ known
vocabulary. She changed word labels during a student’s first read of a text and also in the book
introduction by asking the student what he/she calls the item in the picture. Amanda explained
during the sharing time in PD 3, “Ok, I wrote this book for this girl this week. I think it said, ‘I
go to the hospital’ and it was a picture and it even said hospital on it. And she said, ‘I go to the
doctor’ and I was like good, tape, doctor” (PD 3, October 13, 2014). This change in vocabulary
from hospital to doctor did not alter the meaning of the text but enabled her student to draw on
her linguistic and semantic sources of knowledge while establishing her early reading behaviors.
Not all teachers engaged in the practice of modifying published books. The sharing time
during professional development session #3 offered teachers the time to explore the reasoning
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behind modifying vocabulary in accordance with the tenets of Reading Recovery. During this
discussion, Dana suggested that instead of changing vocabulary labels in books, she would
provide students with a visual prompt such as “Is that the way you expect doctor to start? (Dana,
PD 3, October 13, 2014). Other teachers countered that when students’ vocabulary do not match
labels presented in books, they are unable to anticipate the unknown word semantically.
Amanda explained, “They don’t say go to the store. They say I go to Walmart. I got to put
Walmart in there. Because it will get the /w/ out. They will at least be looking at the ‘w’”
(Amanda, PD 3, October 13, 2014).
Teachers, reflecting on Amanda’s example, considered whether unknown vocabulary
words provided unnecessary challenges for their beginning readers who had not yet established
their early reading behaviors. Further, teachers questioned if the act of changing the word labels
offered their students more appropriate problem-solving opportunities. Danielle reflected,
I feel like they can cross check even if it is a word they generated. If the term in the book
is “eagle” and they say “bird,” they are still having to cross-check the “b.” Like if they
say, “Look at the bird.” They are still having to cross-check that it starts with a “b.” It is
just using their own language, like how they would identify it. Because I feel like at a
level 1, you are really establishing 1:1, left to right, monitoring on sight words, and
maybe a little bit of monitoring everywhere else, but that’s it, right? So if the task is not
necessarily to learn a vocabulary word, why am I wasting all this effort? (Danielle, PD 3,
October 13, 2014).
By changing unfamiliar vocabulary labels in continuous text to another word with a similar
meaning, teachers concluded students are able to utilize their linguistic knowledge and crosscheck their attempt at using visual and meaning cues. Teachers, ultimately, agreed that
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modifying books adhered to the tenets of Reading Recovery because the modifications supported
students as they established their early reading behaviors, allowed them opportunities for crosschecking, and enabled them to draw upon their linguistic knowledge, thus increasing their
independence.
In addition to modifying text in published books, teachers adapted their use of verbal
prompts when students read continuous text. During the sharing time of professional
development session #3, they evaluated the appropriateness of the “Does it sound right?” prompt
for second language learners and students speaking in a nonstandard dialect. Teachers found this
prompt to be less effective when the student did not demonstrate oral control of a particular
language structure.
Dana, for example, shared that she often avoided this prompt because the syntactic error
sounded “completely normal” to her second language learners. She noted that her student,
Nathan, did not monitor or self-correct the syntactic error in “I go to park” when prompted with
“Does it sound right?” since he did not control the “I went” structure in his oral language (Dana,
PD 3, October, 13, 2014). Teachers acknowledged that a structural error in a text reading may
sound right to a child whose oral language was not congruent with the Standard English utilized
in books. Consequently, they agreed a more directive use of the prompt should be utilized such
as “That didn’t sound right” or a different prompt cueing another source of information.
Kara offered, “Here is my theory if they say it that way. The question, “Does that sound
right?” isn’t going to get us anywhere, and so at that point, you have to add visual information.
That is my gate keeper” (Kara, PD 3, October 13, 2014). As a result of this reflective discussion
during professional development session #3 and their continued analysis of students’ oral
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language, teachers thought purposefully about which prompts would be most effective with their
students.
Teachers considered students’ oral language capabilities, specifically their familiar
language structures and known vocabulary, when introducing the new book to their students.
Clay (2005b) directs teachers to “give the child opportunities to hear and use new words in
structures” (p. 91) when introducing new books to their students.
Dana, specifically, demonstrated shifts in how she supported her students in her book
introductions. In her initial interview, Dana mentioned that she used the book introduction to
explain unfamiliar experiences, but she made no mention of supporting students linguistically.
In her final interview, Dana shared that she also considered vocabulary and phrasing that may be
specifically challenging for second language learners or for students who spoke in a nonstandard
dialect and provided additional syntactic and semantic support in the book introduction. For
example, Dana explained in her reflective journal that when she planned her book introduction
she identified words or phrases that she anticipated would be misunderstood by her students and
then “front load[ed]” the information in the book introduction. She noted, “I give examples of
how he [Nathan] or I might use them when talking, so that it won’t sound so foreign to him and
he will comprehend more” (Dana, Reflective Journal, January 14, 2015). She found multiple
meaning words to be troublesome for Nathan, because he conceptualized the words more
literally which interfered with his comprehension of the text. Therefore, phrases that contained
multiple meaning words such as “roared the giant” (Cowley, 2001), “The rabbits eat bark on the
tree” (Rabbits, 1979), “shouted all the Browns” (Randell, 2006b), and “a ring of mushrooms”
(Randell, 1996a) required additional explanation in the book introduction. When new books
contained language structures not used in students’ oral language, teachers incorporated more
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oral rehearsal of language structures in the book introduction. Dana, for example, provided
additional explanation and rehearsal of unfamiliar book language structures like “day after day”
in The Little Bulldozer (2006c).
Teachers were also strategic in their language usage in their book introductions in order
to prepare students for the syntactic structure presented in the book. Kara, in her book
introduction to the level 1 book, Look at Me (1996), explained to her student, “The child will tell
you what he is doing” which helped him to “understand how the book worked” (Kara, Final
Interview, December 10, 2014) and anticipate the “I am …” structure in the book (Kara, Lesson
record, October 2, 2014). Since teachers began analyzing students’ oral language, teachers were
able to account for students’ linguistic capabilities and limitations when creating their book
introductions and, in the words of Clay (2005b), “plan for the child to have in his head the ideas
and the language he needs to complete the reading” (p. 91). Ultimately, teachers’ knowledge of
students’ linguistic abilities enabled them to provide the most appropriate level of support in
their book introductions allowing students to utilize their linguistic strengths in the first reading
of their new book.
Although teachers acknowledged the importance of using students’ known language
structures and vocabulary at the beginning of students’ programs, teachers recognized their
ultimate goal was to prepare students for classroom learning. Teachers, as a result, found it
necessary to extend upon these structures in order to familiarize their students with new language
structures in books and at school. Clay (2005b) suggests that books provide students
“opportunities for extending language” (p. 51).
Based on our discussions on ways to utilize students’ linguistic knowledge in
professional development session #3, Amanda began creating multiple books with the same
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pictures but with different language structures. By varying text without changing the content,
students were able to draw upon a familiar context while learning new words and phrases. For
example, Amanda and her student, Emelia, wrote about the places she went. One page in the
story read, “I go to the store” (Amanda, PD 4, October 27, 2014). In following days, she
recycled the same pictures and changed the sentence structure slightly to read, “Emelia goes to
the store” (Amanda, PD 4, October 27, 2014). These slight changes in text exposed the student
to first and third person while maintaining a familiar meaning.
Amanda used this same strategy when she created two different books about her students
eating lunch with their friends at school. Using pictures she had taken of her student, Emelia, at
lunch, Amanda created the first book reading, “Emelia is eating with Camille.” The next day,
Amanda asked Emelia to tell her about the picture that was taken at lunch. The story structure
then changed to include dialogue: “I am eating with Camille,” said Emelia. (PD 4, October 27,
2014). By modifying the original lunch book, Amanda extended on Emelia’s known language
structure and introduced her to a language structure utilized in books. Starting with a familiar
context, teachers utilized and extended upon students’ linguistic knowledge allowing them to
develop as readers.
By accepting students’ language structures in written text, students were able to use their
linguistic knowledge; however, teachers also insisted that students be taught different ways to
say the same thing by demonstrating that choices are context dependent. A new practice for
Amanda was offering her students two choices in order to build her students’ repertoire of
vocabulary and language structures suggesting “sometimes we say this and sometimes we say
that. Which one is it here?” (Amanda, PD 7, December 1, 2014). Amanda filled in her students’
linguistic gaps by offering two choices at points of difficulty in reading, but then expected her
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students to utilize their other sources of information to make the choice that fit the particular
situation. Amanda shared an example in the third professional development session, “I had a
girl. She was code switching. She would say, los clouds. Today, I went back and said, it can be
clouds or it could be nubes. Which one is it? And then she looked. (PD 3, October 13, 2014).
Similarly, Danielle, during the composing process, repeated her student’s story, but also
offered another version that contained more standard language structures. Although students
ultimately decided how to write their story, the choices provided an opportunity for students to
be exposed to new language structures.
At the beginning of their students’ programs, teachers accepted students’ ways of talking
and integrated their language structures and vocabulary into their reading and writing. As
students began developing an early reading and writing process, teachers found their students
benefitted from explicit conversations regarding the differences between the students’ oral
language and written language. Teachers intended to validate students’ ways of talking while
introducing and explaining more standard forms of English found in books. Conversations with
students, explicitly addressing and explaining language, were new for teachers.
For example, in her final interview, Dana commented how she recognized that her
student, Nathan, did not demonstrate correct subject/verb agreement and inflectional endings in
his oral language, and, as a result, she shared with him that inflectional endings are not used in
Korean making it more difficult to read English. She explained to Nathan,
I know you only speak Korean at home and only speak English at school. And I am
going to tell you, Bud, that is going to be hard for you. Because when you speak Korean,
they don’t add “s” and the “ing” to the words. So when you are speaking English, you
are going to really look double hard (Dana, Final Interview, December 18, 2014).
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By comparing English and Korean to Nathan, Dana explained why certain language structures
are more difficult for him in effort to raise his consciousness of these structures in his reading.
Dana also made these comparisons for native English speakers using a different dialect.
For a little girl pronouncing “cooking” as “cookin”, Dana shared, “You sound like Ms. Mason
[Dana]. A lot of time, I say words like that, but that is not book language and we need to learn
that there is book language and writing language that is different sometimes from the way we
speak” (Dana, Final Interview, December 18, 2014). The student, being more aware of book
language, stretched the “ing” part and was able to record it with ease in sound boxes. Candid
conversations with students about language served to validate students’ oral language as well as
prepare them for the differences in language that would be presented in books.
Similarly, Amanda found it helpful to explicitly explain the structures presented in books
to her students.
My little Emelia, who really struggles with her reading, will be reading a book and she
will say instead of “esta,” she will say “estan.” She will say “estan because there is a lot
of them.” You know, she knows it is the plural. And she will say, “because it is a lot of
them, so I have to say it like this and there is the n.” So she sees it visually and she
knows why (Amanda, Final Interview, December 12, 2014).
When students were not utilizing standard forms of language in their speaking, they could not
rely on their linguistic knowledge alone to anticipate text. As a result, their syntactic cueing
systems were unhelpful and underutilized. Therefore, teachers modeled and explicitly explained
the reasoning behind these more standard forms. With a larger understanding of their own oral
language and the language used in books, students were better equipped to utilize their linguistic
knowledge to make informed decisions in their reading and writing.
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As a result of their continued professional reading, discussion, and experimentation,
teachers began to consider more than students’ academic strengths, needs, and interests.
Additionally they considered students’ linguistic knowledge when planning and delivering their
Reading Recovery instruction. Since teachers were listening more intentionally to their students,
they were able to capitalize on students’ familiar language structures and vocabulary to modify,
co-construct, and create texts. Analyzing students’ oral and written language enabled teachers to
identify problematic language structures, to engage students in explicit conversations about
language, and to utilize the most facilitative prompts when teaching in continuous text.
Consequently, teachers were able to build and expand upon students’ linguistic knowledge
making students’ linguistic knowledge an asset rather than a barrier.
Utilizing students’ sociocultural knowledge. Instruction, according to Clay (1998),
“should allow students to use what they already know to arrive at new understandings” (p. 237).
Based on this assertion, teachers found ways to access and utilize students’ “images, language
patterns, social relations and personal experiences” (Clay, 1998, p. 237) to help them make sense
of novel tasks in their Reading Recovery and Descubriendo la Lectura lessons. Teachers
considered students’ sociocultural knowledge when selecting and introducing books, creating
word work opportunities, and composing and writing texts.
When reading new texts, Clay (2005b) insists students engage in extensive problemsolving using “their theory of the world and their theories of how to work with written language”
(p. 100). Reading is not a “one-way street from the eye’s retina to the brain,” but a mixture of
visual information entering the eyes and prior associations (Clay, 2005b, p. 100). Past
experiences, according to Clay (2005b), contribute to what readers see and understand.
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With the weight of past experience and sociocultural knowledge on students’ reading,
teachers began to consider more than the reading level, and problem solving opportunities, but
also took into account students’ interests, values, beliefs, feelings, experiences, and relationships
when selecting new books. Alessia, in professional development session #3, shared that she tried
to select books based on her student’s interests and avoid books about families since she noticed
that Sam often resisted reading or talking about any books surrounding family life. Alessia,
instead, selected books about “animals, friends, or grandma because he does live with his
grandma” (PD 3, October 13, 2014). Although Alessia previously considered students’ interests
when selecting books, her thinking changed in regards to the ways students’ experiences
impacted their interest in and willingness to read different books. Alessia realized that books
about moms and dads may remind Sam of the sad experiences with his parents in Cambodia and
of the feelings of loss and loneliness. She believed his developing reading abilities and
associated confidence would be overshadowed by topics addressed in the books.
Likewise, Dana adjusted her book selection to account for her student’s experiences.
Thinking about her own son’s love of pirates, Dana thought her student, Nathan, would be
interested in the Jolly Roger books, a fictional series about a pirate. However, after reading Jolly
Roger, the Pirate (Randell, 1996c), Dana revealed, “Nathan had no clue what a pirate was, had
never heard of such” (Dana Journal Reflection, January 14, 2015). Despite the learning
opportunities the Jolly Roger series provided, Dana reported that Nathan did not have sufficient
schema “to help him at tricky parts or to anticipate what might come next” (Dana, Journal
Reflection, January 14, 2015). Without helpful schema on pirates, Nathan would have been
unable to use meaning to attempt unknown words and instead would need to rely heavily on
visual information preventing the integration of all three sources of information. Consequently,
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valuable time and effort would be lost teaching one particular book rather than teaching a
reading process.
Conversely, selecting books that were congruent with students’ experiences made prior
knowledge an asset to their developing reading process. Teachers thoughtfully and purposefully
selected new books that set up “fail safe situations within which the child can initiate successful
activity” (Clay, 2005, p. 61). Amanda, knowing her student’s dad often worked far away,
selected the book El Papa de Julio (Randell, 2001) (Ben’s Dad (Randell, 1995) is the English
version) for her student, Kent. In this story, Julio’s dad works far away on a ship so Julio is
overjoyed when his mom tells him that his dad is returning home. The familiar context of the
story enabled Kent to utilize his prior knowledge to understand the premise of the story allowing
him to draw upon all three sources of information at point of difficulty. Kent, as a result, “made
leaps and bounds in his reading, chunking, and problem solving” (Amanda, Reflective Journal,
January 7, 2015).
Similarly, Kara, knowing about the strong family bond in Arely’s family, shared a video
clip in professional development session #6 where she had selected the book, Mi mami (Flores,
Castro, & Hernandez,1996). In this poem, a little girl shares the reasons why her mom is good.
The book ends with the sentence, “I am going to love her my whole life with my whole being”
(Flores, Castro, & Hernandez, 1996, p. 6 -8). Before Arely read the book, Kara asked, “Is your
Mommy good?” To that, Arely’s face lit up responding, “Mi mami, si, es buena” (Kara, PD 6,
November 24, 2014). Arely’s positive response indicates a book about a mommy being good
was relevant and meaningful for her. Kara’s thoughtful book selection not only captured Arely’s
interest, but also enabled her to use her own experiences with her family to make personal
connections with the text and anticipate unknown words. When students’ interests, values,
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beliefs, and experiences were considered in book selection, students were better able to utilize all
their knowledge making the new book a stepping stone to the student’s self-extending system
rather than a lost opportunity.
New books, according to Clay (2005b), “must be carefully to selected to challenge the
child’s processing system, but not to ‘upset’ it” (p. 89). When their collection of published
books contained too many unfamiliar concepts that prevented students from utilizing their
background knowledge, teacher-made books were created to reflect students’ interests. For
example, Amanda, after asking her student, Kent, about how he spent his time at home, learned
of his love of soccer and playing on his iPad (Amanda, Final Interview, December 12, 2014). In
attempts to build on Kent’s home life, Amanda created the book, Kent busca su tablet, which she
shared in professional development session #6. In this book, Kent is looking for his lost tablet
around his house, ultimately finding it outside on the swing. See figure 9 below for excerpts
from this book.
Figure 9
Excerpts from Amanda’s Teacher-created book

English translation:
“Where is my tablet” said Kent.

English translation:
“I am looking in the kitchen” said
Kent.
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Amanda strategically selected the rooms Kent would look for his tablet in the book based on the
layout of his own home. Including a dining room, living room, or basement would have been
unfamiliar to Kent and would have prevented him from using meaning to solve these words at
point of difficulty. Amanda was able to introduce dialogue to Kent’s processing system without
“upsetting” it by utilizing the familiar experience, losing and looking for a familiar item, the
tablet.
Similarly, Danielle discovered her student, Manuel, created a garden outside his
apartment with his dad. Based on a conversation with Manuel’s dad about the garden, Danielle
shared in professional development session #5 that she had created a book incorporating all the
different crops that Manuel and his dad raised in their garden (Danielle, PD 5, November 10,
2014). Excerpts from this book are located in figure 10.
Figure 10
Excerpts from Danielle’s Teacher-created book
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The familiar concept, nurturing a garden, combined with Manuel’s known language structures
and known words enabled Manuel to utilize and integrate all sources of information at points of
difficulty. In his running record, Manuel monitored on known words and made meaningful
attempts at points of difficulty including flower for garden and smiling for happy (Danielle,
Lesson Record, December 4, 2014). Danielle, as result, was able to easily introduce dialogue by
presenting it in a familiar context.
Although this was not a new strategy for some of the teachers, the content of teachercreated books shifted to reflect students’ knowledge and experiences. Thus, the benefit of
teacher-created books that contained familiar experiences and concepts allowed teachers to
introduce new language structures and increase the level of difficulty (increased number of
words in book and on each page, variation in sentence structure, variation of text orientation,
increased number of lines of text); consequently, this practice aided students as they developed
their early reading behaviors and problem-solving abilities.
However, creating books was not a common practice for all the teachers. Dana reported
that she relied heavily on published books from her Reading Recovery collection. While not
opposed to teacher-created books, Dana did not make any books throughout the duration of this
study explaining she only created books when students exhibited low word knowledge and a
limited understanding of concepts about print.
The support provided in a book introduction varied for each child and for each book.
Depending on the students’ storytelling ability, teachers varied students’ level of involvement in
the book introduction. Since both of her students, Rashan and Arely were “able to tell a story,”
“able to answer questions, and engage in a conversation” (Kara, Final Interview, December 10,
2014), Kara made her book introductions into a question and answer co-construction, rather than
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an exclusively teacher led introduction. When introducing the book, Ben’s Red Car (Randell,
2006a) to Rashan, Kara began by giving the gist of the story, “The little boy in this book, Ben,
likes to draw like you. He draws a red car” (Kara, Final Interview, December 10, 2014). Kara
shared with Rashan that Ben will be drawing different parts of his red car. Within her
introduction, she explained unfamiliar vocabulary such as roof rack. However, when she
expected Rashan could draw upon his experiences, she invited him to become a collaborative
partner by asking him to identify what part of the car Ben was drawing and to identify it in the
picture. For example, he named trailer and bag. Kara understood that her students could
anticipate story structure and events since they had knowledge of story progression (beginning,
middle, and end) and story elements (characters, setting, problem, resolution). Although other
teachers varied the frequency and ways students participated in the book introductions, Kara was
the only teacher who specifically reported considering students’ storytelling ability when
constructing her book introduction.
Since Clay (2005) dictates that teachers must “take the ‘bugs’ out of the text before he
tries to read it” by “prepar[ing] the child for something in the story that is a new object or
activity” (p. 91), teachers commonly consider students’ known experiences when constructing
their book introductions. From the beginning of this study, teachers emphasized the importance
of building students' background on unfamiliar concepts and experiences. Realizing they were
making assumptions about students’ experiences, teachers began asking their students what they
knew about a concept in a book prior to the book introduction, allowing teachers to provide
appropriate support within the book introduction. Teachers found when students did not have
experiences congruent with those in the books, they did not have the schema necessary to utilize
meaning at points of difficulty. Teachers, as a result, would spend additional time in the book
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introduction building background by explaining unfamiliar concepts or experiences. Dana
explained, “So many of our children that are fairly new to the country, they have not gone to a
fair, or rode a merry-go-ride or build a sand castle at the beach so they don’t have a clue. I
always gave him [Nathan] lots of background on these things about going to the beach and the
sand castle and the waves because he had never done any of that stuff and it was completely
foreign to him” (Dana, PD 3, October 13, 2014).
Teachers also considered if and how students would understand the underlying message
or feelings of the characters when constructing their book introductions. Kara shared that family
culture or macro-culture could impact the ways feelings are be expressed or received. A
mismatch between students’ culture and American culture portrayed in the books could disrupt
students’ understanding of a text. Teachers, as a result, agreed that a more explicit explanation
of characters’ actions, motives, and feelings in the book introduction would aid students’
comprehension of the story (PD 7, December 1, 2014). When concepts, experiences, or cultural
characteristics in the books were unfamiliar, teachers created more in-depth book introductions
to build students’ schema.
Teachers found creative ways to build students’ schema within their book introductions.
Alessia, for example, shared in professional development session #3 that she used pictures from
the internet when her student, Sam, questioned why and how students went to school on a boat in
the book, The Way I Go to School (Randell, Giles, & Smith, 2006). From these pictures, she was
able to explain the circumstances that made it necessary for students to use a boat rather than a
bus or car to get to school (Alessia, PD 3, October 13, 2014). Otherwise, Sam would not have
the background knowledge to conceptually understand the sentence, “I go to school on a boat”
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(p. 16) during the first reading of the new book and could not conceptualize that reading. See
figure 11 for excerpt from The Way I Go to School.
Figure 11
Excerpts from The Way I Go to School

Alessia, when introducing Sam to the book Danny and Dad Read (Coulton, 2009),
created a card to concretely explain the four seasons and attributes of each since Sam did not
experience the same seasons in Cambodia as in the United States (Alessia, PD 4, October 27,
2014). Sam, as a result, was able to utilize his new knowledge of seasons to attempt these
unfamiliar words in the new book. For example, in a video-recording of Sam reading this book
as a familiar read, Sam substituted the word fall for spring and then stopped recognizing the
visual error. Using the picture cues on the seasons card, he self-corrected his miscue using visual
as well as meaning cues (Alessia, Lesson Video, October, 2014). Since reading is a meaningmaking activity, all the teachers acknowledged and filled the gaps between students’ experiences
and book concepts. Otherwise, reading became a decoding and word calling task.
Although students may not have the same experiences as in the books, teachers began to
consider the possibility that students could relate to the feelings experienced by characters in the
story rather than the actual experience. To capitalize on the familiarity of emotions, teachers
found it necessary to plan their book introductions thoughtfully and intentionally. Kara argued
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in professional development session #7 that a teacher’s choice in language and approach was
essential to making students’ feelings a source of help in the book introduction rather than a
source of hurt. Teachers discussed how Kara’s student, Rashan’s, recent experience with his
father going to jail could be utilized when introducing Dad’s Ship (Smith, Randell, & Giles,
2006). In this story, Ben and his mom are dropping his dad off at his ship so he can go to work.
Based on the pictures, the reader can infer that Ben is saddened by his father’s departure. This
feeling of sadness and loss would be a feeling shared by Rashan, but Kara insisted that such a
delicate experience would need to be handled with care. The teachers negotiated how Rashan’s
experience could be utilized in the book introduction.
Danielle: You talked about Dad’s Ship last time about how he goes away a long time
because he has to go to work. And it is not the same, but Ben is probably feeling a similar
feeling of loss and missing his dad. And how can we draw upon those types, even though
it is not…
Kara: The same
Danielle: Equal. But still a feeling of loss.
Kara: And I guess that’s where I feel a little bit on eggshells to say you know how your
dad is in jail and you miss him, you know, that is awkward. I think I would have to prethink how I would lead into that. Do you ever miss your dad?
Amanda: Yeah. That’s good.
Kara: I think Ben misses his dad too. Because his dad is gone a lot.
Danielle: That is perfect.
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Kara: I think this is something we just have really. Those book introductions have to be
carefully thought out and our language has to be scripted because in the heat of the
moment we don’t want to hurt them (PD 7, December 1, 2014).
Teachers began to consider how feelings could provide ways into books for students referenced
during the previous professional development sessions. With the lateness of this discussion, this
practice was not applied or observed during the duration of this study.
One teacher found ways to utilize students’ sociocultural knowledge in the word work
portion of the lesson. The goal of working with words in isolation, according to Clay (2005b), is
“to have him [the student] know about how words work and be able to use this awareness while
reading texts and while writing” (p. 138).
One word learning strategy is solving words through analogy with something known by
the student. When solving by analogy, students use another word that sounds similar or looks
similar to the new word. Amanda encouraged her Descubriendo la Lectura student, Kent, to
connect unknown words with familiar words. For example, Amanda used the word “Julio” when
breaking words with the “ju” part. Knowing Kent had a friend named Julio, Amanda selected
this memorable example to use for analogy to also solve “jugo” and “jugar” (Amanda, Lesson
Video, January 7, 2015). Since “jugo” was self-generated, Kent demonstrated that he
understood how these words were similar allowing him to solve similar words through analogy.
Kent also made links to familiar words in his sociocultural life when breaking words apart in
reading. When solving the Spanish words “fui” and “cuido,” Kent recognized that these words
shared the same sound as his brother’s name, Willy (Amanda, Journal Reflection, January 7,
2015). While these words did not share the same spelling, Kent was the given the time and space
to hear similarities and differences between words which helped him to understand how words
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work. Amanda, by utilizing words that were familiar and meaningful to Kent, accomplished
Clay’s aim for the word work portion of the lesson which is “to have the child bring what he
knows to bear on his attempts to read” (Clay, 2005b, p. 128).
Amanda also considered students sociocultural knowledge when creating students’
alphabet books. In the alphabet book, the teacher uses “one key picture that this child already
identifies with the letter (his choice)” (Clay, 2005b, p. 35) to record “those letters that the child
knows something about” (Clay, 2005b, p. 36). After her student selected a word to associate
with a known letter, Amanda selected the picture strategically based on the student’s own
knowledge. She explained,
Like z, like in Spanish, zeta, for zapato for shoe and I am choosey about the shoes that I
pick. I mean some kids have cute little conversations or something because that’s what
they see, but you look at their shoes and you try to pick something similar even the
clothing. Because that’s who they are. So, I don’t want to pick something they aren’t
going to even know (Amanda, Final Interview, December 12, 2014).
Amanda made memorable links between her student’s knowledge and his new learning about
words making this new learning more accessible. Amanda was the only teacher to share explicit
examples of incorporating students’ sociocultural knowledge within the word work section of her
lesson.
Diversifying modes of learning about students. Teachers, attempting to utilize values,
attitudes, beliefs, feelings, experiences, and relationships that children bring to literacy learning,
expanded the techniques they used to learn about their students. Instead of relying solely on
permanent records or casual conversations with classroom teachers as they had done previously,
teachers brainstormed during the sharing portion of our professional development sessions how
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they could learn about their students within and outside of their 30 minute lessons. Teachers
began observing, listening, and talking with their students and students’ families in places that
mattered to them allowing teachers to develop a more comprehensive understanding of students’
ways of being.
Teachers found that visiting with students and their families outside of the school
environment provided a glimpse of their students’ ways of being. Through home and church
visits, teachers learned about what was important to their students and their families, how
students spent their time outside of school, and what their life was like outside of school.
Dana, for example, attended the church of her Korean student, Nathan, where she was
warmly welcomed by the entire congregation. Following the church service, she had the
opportunity to socialize with Nathan, his parents, and other church members providing her a
glimpse into the complexity of Nathan’s life as a first generation Korean American. Dana
became aware that Nathan had cried the first three months of kindergarten and begged his
parents daily not to go to school. She learned that he felt out of place at school because no one
spoke his language, that he had to eat strange foods, and that he had to play outside for recess
when it was too hot. Nathan’s parents also shared that they came to the United States on a
religious visa and will earn their citizenships in the near future. His dad expressed his concern
about Nathan’s confusion about his nationality since he holds dual citizenship with Korea and
United States (Dana, Reflective Journal, October 19, 2014). Dana’s experience helped her to
understand the complexities Nathan faced as he negotiated his Korean identity while
acculturating into an American society. She also considered the importance of religion and the
church family in Nathan’s life. Dana, thinking of the challenges Nathan had faced during his

206

kindergarten year, realized the power of reaching out to parents to learn about students’ ways of
life and how this information could have eased Nathan’s transition into school.
Similarly, Amanda visited the home and church of her Descubriendo la Lectura student,
Emelia. Visiting Emelia’s home familiarized Amanda with Emelia’s activities and relationships
outside of school. During the sharing portion of professional development session #4, Amanda
explained how her observations and interactions with Emelia and her family provided powerful
opportunities for learning about Emelia’s strengths, weaknesses, relationships, experiences,
values, preferences, ways of life, and academic history. Amanda shared,
Her girls were sitting out waiting for us. It was just so cool because we got there and ok,
I work with Emelia, her little sister is in my pre-K class, and her cousin was in my class
last year. They have this land and there is like house, trailer, trailer. They all live right
there on this land…. It is all the same driveway, but it is three houses and they all go to
the same school. So we are there and the kids are just kind of hanging out playing and
drawing. And she had this piece of cement or something that your husband uses for
building so she brought that out so they could draw on that outside. She brought a little
table out. She had borrowed a bench, I think, from her sister to give us a place to sit. We
talked about her daughter and this and that. (Amanda, PD 4, October 27, 2014).
This home visit allowed Amanda to learn of the limitations Emelia encountered in terms
of material things. The family shared one bed. Meals were served on a makeshift table. Emelia
did not have store bought toys. However, Amanda noticed the family support present in
Emelia’s everyday life since she had aunts, uncles, and cousins as neighbors. Amanda also
observed the ways Emelia interacted with members of her family which was valuable “because
they [students] are very different in school and out of school” (Amanda, PD 4, October 27,
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2014). Amanda observed Emelia diligently working to create her own crafts and projects.
Emelia’s mother shared that her daughter prefers to do things her own way without direction of
peers or adults. Without visiting Emelia’s home, these details about Emelia’s life may have gone
unspoken and unnoticed. Teachers, who chose to visit students’ homes and churches, were
enlightened in regards to the uniqueness and complexity of students’ lives beyond the walls of
the school.
Teachers, who decided not to visit students’ homes and communities, spent more time
listening and watching their students more intentionally in the classroom. While teachers noted
in their initial interviews that they relied on conversation during the lesson to provide them
insight on students’ lives, teachers reported they now dedicated time before, during, and after
their lessons to have meaningful conversations with their students. Conscious of the 30 minute
limit for Reading Recovery lessons, Kara would not start her timer until her hallway
conversation with her student had drawn to a close (Kara, PD 5, November 7, 2014). In one of
their hallway conversations, Kara gained a more complete understanding of the poverty Rashan
faced daily and the importance of his extended family network to his well-being. Kara shared
during her final interview the exchange she had with Rashan while walking down the school
hallway.
[Rashan said] ‘I had kolaches [sweet bun filled with scrambled eggs, sausage, ham,
and/or cheese] and donuts for breakfast.’ And I said, ‘Wow, did you do something
special to do that?’ Because the last time that happened, it was because he spent the night
with a different aunt. Because his Aunt Bertha had gone out to play dominoes, so that is
why he spent the night. And he said, ‘Well, my aunt didn’t have any money so another
aunt took me to have breakfast at the donut shop.’ So he knows when there is no money.
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He is very neutral about that. That doesn’t have any hold over him…So he is aware
when there is no money and there are ways around that. And part of that is his extended
family network and they pitch in and help him (Kara, Final Interview, December 10,
2014).
Although aware of the 30 minute time restriction, Kara found time for Rashan to share an
important small moment in his life (having kolaches and donuts). The trusting relationship with
Kara allowed him to share details about his life beyond school. Kara, as a result, learned of
Rashan’s extensive family support system. Through conversations with their students, teachers
learned about their students’ interests, ways of life, and experiences.
Teachers found that the composing and writing times of their lessons revealed much
about their students. When eliciting a story for their students to write, teachers engaged their
students in a short, but genuine conversation. Although conversation is a typical part of Reading
Recovery lessons, teachers began encouraging their students to share more about their families,
foods they ate, the way they spent their time at home, and/or the places they visited as a way to
learn more about students’ lives. Dana, for example, learned of her student’s, Carin’s, favorite
Vietnamese foods, favorite restaurants, family activities, and even how to pronounce words in
Vietnamese. These topics were then developed into meaningful stories used to teach new letters,
words, and writing strategies (Dana, Final Interview, December 18, 2014). Kara learned about
Rashan’s love of all things related to ranch life through the process of composing. She described
Rashan culturally as her cowboy and ranch manager. Their conversations about his time on his
grandmother’s ranch revealed his experience and expertise regarding wildlife, livestock, and
caring for livestock. Kara learned of Rashan’s deep vocabulary for all things ranch-related
knowing specific words about livestock like “palominos” and “mare” (Kara, Final Interview,
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December 10, 2014). Writing provided a record of his life, creating an autobiography in a sense.
Providing students the time and space to share about themselves through writing, Kara and Dana
learned how students identified themselves socially and culturally.
Teachers found that the writing time of lessons provided insight into students’ lives.
They talked in the professional development sessions about how they were analyzing students’
writing over several lessons to identify activities, relationships, and interests that were important
to their students. By paging through Arely’s writing journal, Kara gained a sense of what was
important to her. Kara shared some of Arely’s stories in her writing journal,
I mean if we go through her writing book. It is my cousin slept with me last night. My
cousin slept really, really close to me last night. I couldn’t sleep all night because my
baby brother was crying. And my mommy’s friend (she had a friend visiting for a quite
long time from, she kept saying Venezuela, but I think she is from Venezuela, but I think
she lives somewhere in Texas) is going to go back tomorrow and I am going to say
goodbye to her. She usually writes about her family so that is pretty much where I picked
up on all that (Kara, PD 6, November 24, 2014).
Her stories often centered around her family indicating the closeness she shared with her
immediate and extended family.
Teachers used this knowledge to facilitate writing opportunities. One strategy shared in
the second professional development session was to provide students with disposable cameras
inviting them to capture their lives through photographs. These printed photographs were then
utilized to generate conversation during the composing part of the lesson and to write stories that
were personally meaningful and relevant to the students. Amanda, having used this strategy for
the first time, shared, “The picture stories [stories written from pictures] was a huge thing for
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me…It really brought a lot out of them. It gave them a lot to talk about. It gave me more to ask
about” (Amanda, Final Interview, December 12, 2014). The concreteness of the pictures not
only aided the flow of conversation during the processes of composing and writing, but they also
provided teachers a glimpse of students’ ways of being. For example, Amanda noticed Emelia’s
dog laying on the bed in one of the pictures. When Amanda inquired about who slept in the bed,
Emelia responded, “I do, and mom does, and dad does, and my sister does” (Amanda, PD 4,
October 27, 2014). Although Amanda expressed her shock to Emelia’s living arrangements
when debriefing in professional development session #4 since she had only observed poverty
first-hand in her missionary trip to Guatemala, she gained an understanding of Emelia’s daily
ways of life.
In addition, conversations surrounding the books students were reading revealed to
teachers students’ values, attitudes, beliefs, feelings, experiences, and relationships. Clay
(2005b) suggests teachers engage their students in a brief review of the story as a way for
teachers to learn “what the child has attended to and understood” (p. 97). Although teachers
often worried about their 30 minute time limit, teachers began dedicating time to these
conversations allowing them to learn about students’ personal connections to the storyline or
characters, misconceptions or confusions about concepts or topics in the stories, and hopes and
dreams for the future.
Alessia, for example, shared in professional development session #4 that she had read the
book, Jasper’s Birthday (Dufresne, 2008) with her Cambodian student, Sam. Upon completion
of the book, Sam expressed his confusion about Jasper receiving presents for his birthday. Sam
stated, “You don’t get presents on your birthday, only on Christmas” (Alessia, Final Interview,
December 15, 2014). When reflecting on Sam’s comment during our sharing time, Kara
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explained to Alessia that birthdays may not be celebrated in Cambodia as they are in the United
States. Alessia, as a result, considered the ways Sam’s unfamiliarity with American customs
would impact his reading process. Alessia reflected that since Sam was unaware of typical
birthday celebrations in the United States, he would be unable to relate to the events in Jasper’s
Birthday and would not have the necessary background to utilize meaning as a way to solve
unknown words. Alessia, rather than focusing her attention on primarily building Sam’s
background knowledge on birthdays as she would have done in the past, considered the ways this
cultural difference would impact his reading process. Due to this professional exchange in
professional development session #4, Alessia noted that she offered Sam more frequent
opportunities to comment on the books as a way for her to learn about the cultural differences
Sam encountered having recently moved from Cambodia.
While teachers found observation to be a powerful tool within the Reading Recovery,
teachers began intentionally observing their students outside of their Reading Recovery lessons
to broaden their understanding of students’ ways of life at school and at home. The sharing time
in each professional development session provided teachers time to discuss and analyze their
observations. Teachers talked about how they observed students walking down the hallway,
interacting on the playground, conversing with friends at lunch, engaging in classroom activities,
and speaking with other teachers. These observations helped teachers understand student values,
interests, strengths, and challenges.
Through Kara’s hallway observations, she gained the sense that her student, Rashan was
a “very comfortable in his own skin boy” who was “very nurtured” and “very philosophical”
(Kara, Interview, October 6, 2014). She explained,
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We picked up some trash one day in the hall and he said, “I always try to do the right
thing.” And then Friday, I was taking him back to class and someone had spilled some
kind of purple applesauce all over the hall, and I pulled some paper towels out of the
teacher’s bathroom, and I was just going to mop it up so it didn’t get into everyone’s
shoes and backpacks. And he got right after it. He was helping, and he was willing to
help. To him, that is one of the right things that you do. You just try to do the right thing
(Kara, Interview, October 6, 2014).
Kara, reflecting on his actions, reported his family must be instrumental in instilling this value of
“doing the right thing” (Kara, Interview, October 6, 2014).
Similarly, Alessia found observing Sam in his classroom was a way to understand his
social struggles at school. Before picking Sam up for his daily lessons, Alessia would study his
interactions and behaviors in the classroom. She often witnessed the isolation Sam experienced
in the classroom. He was excluded from the pods of student desks and was often required to sit
alone on the group carpet while his peers engaged in their literacy stations. Analyzing his
behaviors over time, Alessia found when he was isolated, his behavior only worsened as he tried
to get the attention of his teachers and peers. Alessia’s shift occurred as she considered that the
isolation may impact Sam more than other students because of his recent separation from his
mother and father. Alessia deduced Sam would benefit more from a relationship and specific
feedback regarding school culture than punishments and restrictions within the classroom
(Alessia, Final Interview, December 15, 2014). Amanda considered for the first time the power
of observing students as they engaged with their peers at lunch or recess. Watching them during
less structured times of the day, Amanda assessed, would allow her to learn about who their
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friends were, what they liked to do, how other kids treated them, and how other kids responded
to them (Amanda, Final Interview, December 12, 2014).
Observation is a powerful tool within the Reading Recovery lesson as explained by Clay
(2005a) “There must be times when the teacher stops teaching and becomes an observer, a time
when she drops all her presuppositions about a child, and when she listens very carefully and
records very precisely what that particular child can in fact do” (p. 11). While Clay’s quote
refers to observation during the confines of the Reading Recovery lesson, teachers also found
observation outside of the lesson to be a valuable way to learn about students’ lives beyond their
Reading Recovery lesson.
Model of Teacher Learning and Development
Based on the findings from this study, I created a model to capture the relationship
between teacher beliefs, teaching practices, and the professional development experiences and
how this interaction contributed to changes in beliefs and practices (See figure 12). The
interlocking wheels in the model illustrates the interrelated and reciprocal relationships between
teachers’ professional development experiences, beliefs, and teaching practices. The positioning
of these three wheels emphasizes the non-linear and recursive nature of these three processes.
As a result, each domain can be equally and simultaneously influential to the other domains at
any time during the professional development. Since there is not a specific starting or ending
point, shifts can occur in any domain at any time. Consequently, teachers’ personal and
professional shifts are uniquely individual even when participants are attending the same
professional development.
The orange arrows represent iterative cycles of reflection and enaction as explained by
Clarke and Hollingsworth (2002). Iterative cycles of reflection and enaction throughout the
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professional development offered teachers the time and space to make micro-shifts in their
beliefs and practices. Within this study, teachers reflected on their taken-for-granted
assumptions and biases, instructional moves, personal experiences, and professional reading.
Enaction occurred as teachers experimented with components of the Reading Recovery lessons,
formed relationships with students and their families, and expanded their repertoire for learning
about their students. These mediating processes encouraged shifts in teachers’ practices, beliefs,
and their professional development experience.
Figure 12
Model of Teacher Learning and Development

I showcase the professional development experiences of Kara and Amanda to capture the
model in practice. While all the teachers experienced micro shifts in their beliefs and/or
practices, Kara and Amanda openly verbalized their shifts making their change process more
apparent. Kara’s experience in the professional development epitomizes the recursive nature of
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the three processes. Amanda’s experience, on the other hand, demonstrates the power of the
mediating actions of reflection and enaction to facilitate shifts in teacher beliefs and practice.
Kara’s experience in the professional development facilitated shifts in the ways she
participated in the professional development, her beliefs about race, her role as a teacher, and her
practices as she attempted to form productive relationships with families. In Kara’s initial
interview, she shared that she knew little about students’ home and family lives beyond what she
had learned from students’ permanent record and through conversations with her students. Kara
remarked in professional development session #2 about her discomfort talking explicitly about
race with teachers as well as her students, when discussing the article, “Identity, Childhood
Culture, and Literacy Learning: A Case Study” (Compton-Lilly, 2006). In professional
development session #4, Kara reflected on the missed opportunity to reach out to her AfricanAmerican student’s family revealing that her beliefs about her role as a teacher were beginning
to shift. In professional development session #5, she selected two video clips depicting her
oversensitivity to race and its impact on her interactions with her African-American student.
When discussing the article, “An Inconvenient Truth: Race and Ethnicity Matter” as a whole
group in professional development session #6, Kara publicly reflected on her experiences in the
southern region of United States during the Civil Rights Movement and her feelings of anxiety
and discomfort when dealing with issues of race. Her willingness to engage in a discussion
about race demonstrated her increased comfort discussing issues involving race. She also began
to think about how she made other people feel and how she could be more supportive of the
parent/teacher relationship. In professional development session #6, Kara acknowledged that
race affects teaching and learning, a claim that had previously made her uncomfortable,
revealing shifts in her beliefs. In her final interview, Kara shared the untraditional ways she
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reached out to her students’ families, a shift in practice. Kara’s journey in this professional
development illustrates the interconnected relationships between practices, beliefs, and the
professional development experience and how the processes of reflection and enaction encourage
personal and professional shifts.
Despite attending the same professional development sessions as Kara, Amanda’s
experience reveals that shifts in teacher beliefs and practices are uniquely individual. In
Amanda’s initial interview, she talked about the lessons she learned during her missionary work
in Guatemala, the challenges she confronted as a student in school, the realities of being the sixth
of eight children, the acceptance she felt at church, and how these life experiences developed her
sensitivity toward her students. Specifically, she described how this sensitivity affected her
relationships and interactions with her students and their families. For example, she told a child,
who didn’t come to school the previous day because she couldn’t find her shoe, to come to
school next time in her socks. She shared that she gave all her students’ parents her cell phone
number to maintain open communication; however, this sensitivity had limited impacts on her
instructional decisions in Reading Recovery.
Through the course of the professional development, iterative cycle of reflection and
enaction shifted how Amanda thought about her role as a teacher and the instruction she
provided her students. Specifically, Amanda examined her beliefs as she discussed and reflected
upon professional literature and her personal experiences. When dialoguing about ComptonLilly’s (2006) article, “Identity, Childhood Culture, and Literacy Learning: A Case Study” in
professional development session #2, Amanda considered how identity intersects with literacy
learning by comparing her identity as a reader and writer in school and at church. This reflection
caused Amanda to think about her students’ literacy identities in contexts other than school.
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In professional development sessions #2, Amanda began to consider the reasons for
children’s linguistic differences as she reflected on Delpit’s (1995) book, Other People’s
Children. In professional development #3, Amanda shared that she analyzed students’ oral
language structures and vocabulary to modify, create, and co-construct books, demonstrating that
Amanda was thinking more about her students’ linguistic knowledge when planning and
delivering Reading Recovery instruction.
After participating in a discussion in professional development session #3 regarding the
tensions between honoring students’ language and preparing them to be successful on
standardized tests and in school, Amanda shared in professional development session #4 how she
was building on and extending students’ familiar language structures by creating books with the
same pictures and storyline, but varying the text. Within the same professional development
session, Amanda also described how she used photographs that she had taken around the school
and those her students had taken at home to create books that were familiar and personally
relevant to her students. Additionally, Amanda shared that she had visited with her student,
Emilia, and her family attempting to develop two-way communication between home and school
where her parents were engaged as partners.
In professional development session #6, Amanda reflected on the article, “Another
Inconvenient Truth: Race and Ethnicity Matter” in relation to her schooling experiences. She
argued her negative school experiences could have been prevented if teachers had taken the time
to learn about her. The micro-shifts in Amanda’s beliefs and practices that occurred over the
course of three months facilitated a pivotal shift in how Amanda viewed her students, their
families, her role as a teacher, and the instruction she provided. Amanda maintained that the
professional development experience allowed her to “take a breather and remember this [student]
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is not a checklist, it is person” (Amanda, PD 6, November 24, 2014). Rather than getting bogged
down by the Reading Recovery procedures, she was thinking more about her students, their
families, and their ways of life.
In professional development session #7, Amanda noted all the ways her thinking and
practices had been impacted by her new learning. She disclosed that the individuality and
uniqueness of her students was at the forefront of her thoughts leading to a change in her
instruction which became more culturally responsive. See figure 13.
Figure 13
Amanda’s Reflections
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In her final interview, Amanda shared that she was trying to set aside her beliefs and
“really, really listen” (Amanda, Final Interview, December 12, 2014) so she could understand
different perspectives: students, parents, colleagues, and researchers. In really listening, Amanda
became more critical of the educational system and her instructional decisions. Amanda began
to question whether or not an educational system could be free and equal when it assesses all
students, regardless of their language and culture. Locally, she struggled with the ineffectiveness
of established school procedures and routines for her culturally and linguistically diverse
students. She also became increasingly critical of her own practices. Consequently, Amanda
expanded the ways she learned about her students by listening purposefully, observing outside of
the 30 minute lessons, inviting her students to document their lives through photographs, and
visiting homes and churches. Amanda, more informed about her students and their families,
considered students’ interests, experiences, values, and oral language when planning and
delivering instruction. She created, co-constructed, and modified books to uniquely fit each
student’s strengths and weaknesses. As she grew critical of published books, Amanda
purposefully selected images for books to ensure students could utilize all of their knowledge.
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Through the professional development, Amanda experienced shifts in her beliefs and practices
enabling her to create Reading Recovery instruction that was culturally responsive.
Conclusion
The findings of this study suggest that a professional development that respects teachers
as professionals, empowers them to determine their own learning trajectory, engages them in
professional discourse, and contextualizes and embeds learning through reflection and enaction
allows for and encourages shifts in teachers’ beliefs and practices. Using the Model of Teacher
Learning and Development, the professional development experiences of Amanda and Kara
demonstrate that these shifts can occur in any domain at any time making the change and
development process uniquely individual. Amanda’s professional development experience
demonstrates that iterative cycles of reflection and enaction facilitated these shifts. As a result,
Amanda and Kara, as well as Dana and Alessia, found ways within and outside of the Reading
Recovery framework to make their Reading Recovery lessons culturally responsive and
acknowledged the impacts of race, power, and literacy at school, in their lessons, and in their
relationships with students and their families.
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CHAPTER SIX
DISCUSSION
The purpose of this qualitative investigation was to examine the ways four Reading
Recovery teachers shifted their beliefs and practices as a result of their participation in a
community of practice focused on culturally relevant teaching. The questions guiding my study
were: (1) How does participation in a professional development focused on theorizing and
implementing culturally responsive teaching practices within the framework of Reading
Recovery impact Reading Recovery teachers’ beliefs about teaching culturally and linguistically
diverse Reading Recovery students? (2) How are Reading Recovery teachers’ instructional
practices with culturally and linguistically diverse students impacted by their participation in
professional development focused on learning about and incorporating students’ linguistic,
social, and cultural knowledge into the Reading Recovery framework?
Findings from this study revealed that the form and function of the professional
development facilitated the shifts in teachers’ beliefs and practices. Specifically, the balance
between structure and freedom within the professional development sessions encouraged
teachers to be active and empowered decision-makers allowing for a customized professional
learning experience. Teachers, respected as professionals, were encouraged to engage in critical
and thoughtful conversations surrounding their beliefs and teaching practices. Additionally, the
professional development sessions offered teachers the time and space for reflection and
enactment making their learning contextualized and embedded. Teachers, as a result, found
ways within and outside of the Reading Recovery framework to make their Reading Recovery
lessons culturally responsive and acknowledged the impacts of race, power, and literacy at
school, in their lessons, and in their relationships with students and their families. Multiple
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theoretical perspectives informed my study. The theoretical frameworks that guided my inquiry
were sociocultural theory (Vygotsky, 1934/1986), communities of practice (Lave & Wenger,
1991; Wenger, McDermott, & Snyder, 2002), and critical theory (Freire, 1970). Within critical
theory, critical race theory (Ladson-Billings, 1998; Yosso, Villalpando, Bernal, & Solórzano,
2001) and culturally relevant pedagogy (Gay, 2010; Ladson-Billings, 1995a, 1995b; Nieto, 2013)
further substantiate this study.
In this chapter, I summarize the findings presented in chapter five and offer an argument
for the criticality of meaningful, learner-centered professional development. I then present the
implications that this study has for teachers and other stakeholders. Additionally, I discuss the
limitations of the study. Next, I share my recommendations for further research. I conclude with
an epilogue highlighting some long-lasting shifts of participating teachers.
Teachers participating in this study experienced shifts in both their beliefs and practices
as a result of their involvement in a community of practice focused on theorizing and
implementing culturally responsive teaching practices within the framework of Reading
Recovery. Teachers credited these shifts to the form and function of the professional
development. Specifically, the professional development incorporated three key features which
allowed for shifts in teachers’ beliefs and practices including:
1. The structure of the professional development sessions maintained a balance of structure

and flexibility, which encouraged teachers to become active and empowered decisionmakers.
2. The professional development sessions, respecting teachers as professionals, offered

opportunities to engage in professional discourse.
3. The professional development sessions centered on practice, whereby learning was
contextualized and embedded.
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Key Features of Professional Development
Balance
Teachers, as a result of the current political and educational climate, are often subjected
to professional development experiences that utilize the banking model, viewing the teacher
from a deficit perspective and requiring teachers to passively receive information from identified
experts on the latest strategies, approaches, curricula, standards, or assessment systems
(Cochran-Smith & Lytle, 1999; Doolittle et al., 2008; Freire & Macedo, 1998). In haste to fill a
gap in teachers’ knowledge, the voice and professional identity of educators are oppressed.
Conversely, professional development that is “learner centered” (Hawley & Valli, 1999)
encourages teachers to become active and empowered decision-makers who are valid producers
of knowledge (Cochran-Smith & Lytle 1993, 1999). Professional development that “unfolds
organically” (Flint et al., 2011, p. 1168) encourages teachers’ autonomy, choice, and active
participation (Cochran-Smith & Lytle, 1999; Hawley & Valli, 1999; Little, 1999; Sandholtz,
1999; Torres-Guzmán et al., 2006).
In this study, the professional development maintained a delicate balance of structure and
flexibility, restoring teacher agency and providing “a space for self-discovery and growth” (Flint,
2011, p. 1164). Each professional development session was structured according to the
professional learning community framework (Birchak et al., 1998) and included time for
introduction, sharing, new learning and discussion, and review and preparation for the next
session. The consistent structure allowed for focused and productive shared discussions
throughout the professional development sessions that facilitated shifts in teachers’ beliefs and
practices.
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Flexibility was offered by involving teachers in decisions regarding participation
structures and activities. Like other researchers (Borko and Putname, 1995; Darling-Hammond
& McLaughlin, 2011; Flint et al., 2011; Hawley & Valli, 1999; Lee, 2004; Little, 1993; Miller,
Lord, & Dorney, 1994; Souto-Manning & Mitchell, 2010; Tillema & Imants, 1995) have found,
teacher involvement was key throughout the planning and execution of the professional
development experiences. Teachers were instrumental in developing their specific paths for
learning by identifying their needs and interests and selecting the learning opportunities that
would facilitate their implementation of culturally responsive teaching. Teachers chose to
engage in three learning opportunities throughout the course of the professional development,
including reading professional literature, building relationships with students and their families,
and reflecting on teaching practices through video-recorded lessons. Within these learning
opportunities, teachers were given the freedom to self-select readings, to engage with their
students and families in ways that were comfortable for them, and to self-select video-clips from
their lessons to share with the group. As a result, the menu of learning opportunities, acting as a
“living curriculum” (Wenger, McDermott, & Snyder, 2002), created a common focus for our
learning, while also providing teachers the flexibility to differentiate the professional
development according to their particular needs and interests making our continued work
meaningful and relevant throughout the duration of professional development.
Teachers must develop a knowledge of themselves and of others (students, parents,
community) to construct, enact, evaluate, and alter curriculum and pedagogy that is responsive to
students (Banks et al., 2005). Since “teachers’ attitudes and expectations, as well as their
knowledge of how to incorporate cultures, experiences, and needs of their students into their
teaching, significantly influence what students learn and the quality of learning experiences”
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(Banks et al., 2005, p. 243), teachers must become vulnerable. Teachers in this study allowed
themselves to be vulnerable by confronting their assumptions and biases about race, culture, and
power, critically reflecting on their own instruction and listening openly to differing
perspectives. To accomplish this end, professional development sessions offered teachers the
time, space, and opportunities they needed to engage when and how they felt comfortable. Since
the professional development did not follow a pre-determined path, teachers were able theorize
and enact culturally responsive teaching in ways that mattered to them, exemplifying DarlingHammond and McLaughin's (2011) notion that effective professional development is “flexible
and dynamic and responsive to the specific and changing needs of the profession” (p. 85). When
teachers were given the latitude to participate in a manner that was comfortable, teachers felt
encouraged, rather than pushed, increasing their willingness to explore their thinking and
teaching practices. Kara, for example, reflected on her upbringing in the American south as she
explored her apprehensions about race. Alessia tutored her student in her home bi-weekly,
hoping to develop a trusting, caring relationship with him. Amanda experimented with her
teaching practices, thinking critically about ways to honor, utilize, and extend upon students’
linguistic, cultural, and social knowledge. Dana visited a student’s church as she attempted to
build partnerships with parents. In the words of Dana, the professional development acted as an
“impetus” for her professional inquiry (Final Interview, December 18, 2015). The professional
development sessions provided the direction and support; teachers brought the desire and
motivation for their continued learning. This study demonstrates that when professional
development acknowledges the individuality of every teachers’ learning and practice, teachers
become encouraged to “assume an advocacy stance for their own professional lives” (Flint et.al,
2011, p. 1168) and consequently, they are empowered to shape their own professional growth
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(Clarke & Hollingsworth, 2002; Cochran-Smith & Lytle, 1999; Hawley& Valli, 1999), allowing
for powerful shifts in beliefs and practices.
Professionals
American federal and state governments have become increasingly involved in legislation
that outlines what and how to teach students in the public school system (Allington, 2002, 2006;
Bankston, 2010; Galey, 2015; Groen, 2012; Kessinger, 2011; Rose 2015). With teachers and
stakeholders alike under immense pressure to comply with the government mandates and prepare
their students for high-stakes tests, many school systems have adopted supposedly quick fix, prepacked, “scientifically-based” programs (Edmondson & D’Urso, 2009; Fang, Fu, & Lamme,
2004; Pandya, 2012; Rubin & Kazanjian, 2011). This standards-driven, high-stakes testing
climate has unintended consequences for teachers. When scripted programs are adopted, the role
of the teacher shifts from “professionals to mere transmitters of knowledge” (Dresser, 2012, p.
72). The overemphasis on performance has restricted teachers’ classroom autonomy, as well as
their personal reflections on the broader moral and social function of education (Hargreaves &
Goodson, 1996). Additionally, professional workshops and learning courses, structured around
state and national curriculum guidelines, exacerbate the dissonance between classroom practices
and teachers’ critical thinking, reflection, and imagination. Thus, the effort toward
professionalization has led to outcome-based educational reform in teacher professional
development which has served to undermine the professionalism of teachers (Shin, 2012).
Acting as a community of practice, this professional development experience restored
professionalism to participating teachers. Teachers were provided the time and space to learn
with and from their colleagues to make powerful shifts in their instructional practices and the
way they viewed their roles as a teacher, their students, and the educational system. The heart of
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each professional development session focused on new learning and discussion. This time
provided opportunities for teachers to engage in critical and thoughtful conversations.
Specifically, teachers reflected on professional reading and their own personal and professional
experiences as they grappled with of issues of race, power, language, and literacy and the
impacts of these issues at school, in their lessons, and in their relationships with students and
their families. As they engaged in this reflective thinking and professional dialogue, teachers
expanded how they defined their role as a teacher, changed their interactions with parents and
students, expanded the ways they learned about their students, and capitalized on students’
social, cultural, and linguistic knowledge within their Reading Recovery lessons.
Dialogue became the chief vehicle for teachers to explore their new understandings, to
make meaning of professional literature using their personal experiences, to share their
knowledge, to question their interpretations and ideologies, and to develop new instructional
approaches. Similar to studies of effective professional development (Avalos, 2011; Ball &
Cohen, 1999; Cochran-Smith & Lytle, 1999; Feiman-Nemser, 2001; Flint, Kurumada, Fisher, &
Zisook, 2011; Hawley & Valli, 1999; Swars, Meyers, Mays, & Lack, 2009), engaging in
professional discourse with like-minded colleagues centered on theory and practice enabled
teachers to broaden their instruction repertoire, to examine their beliefs and teaching practices,
and to become critical colleagues. When teachers’ voices were invited into the professional
development, teachers, in the words of Ball and Cohen (1999) “gain[ed] a more solid sense of
themselves as contributing members of a profession, as participants in the improvement of
teaching and learning, and their profession, and as intellectuals” (p. 17).
Similar to Cochran-Smith and Lytle (1999), a critical component of these professional
conversations was that participating teachers functioned as fellow learners, rather than as experts.
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Since each teacher was viewed as a knowledgeable, contributing member in our community of
practice, teachers interacted as fellow learners establishing a mindset that we are all learning and
figuring it out together. This mindset created a safety net of acceptance and respect, enabling
teachers to verbalize their thoughts that may have otherwise gone unspoken and
unacknowledged. Consequently, teachers felt comfortable to struggle alongside one another
while sharing their perspectives, interpretations, experiences, challenges, and investigations to
construct meaningful local knowledge restoring their agency as teaching professionals.
Contextualized and Embedded
Professional development, centered on practice, forges connections between theory and
practice allowing teachers’ learning to be “professionally usable” (Ball & Cohen, 1999, p. 12)
and immediately applicable. Darling-Hammond and McLaughlin (2011) agree that teachers
more productively link theory with practice in the context of real students and work in progress.
The structure offered in the professional development, as well as the learning opportunities,
encouraged teachers to use their practice as a site for inquiry ensuring their learning was
contextualized and embedded. The sharing time of the professional development offered
teachers the time and space to reflect on and experiment with their teaching practices.
Specifically, teachers co-created books for lessons, analyzed lesson records, looked across
students’ writing samples, evaluated book selection, viewed video clips from lessons, shared
ways they learned about students’ linguistic, social, and cultural knowledge, revisited Clay’s
(2005) teaching procedures, brainstormed ways to partner with parents, and reflected on missed
opportunities allowing them to, as Ball and Cohen (1999) describe, “learn in and from practice”
(p. 10).
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Using artifacts and records of practice is not a new practice in professional development.
Ball and Cohen (1999) and others (Cochran-Smith & Lytle, 1999; Feiman-Nemser, 2001)
propose situating professional development in strategic documentation of practice offers teachers
opportunities to grapple issues deeply rooted in practice. However, due to the constraints on
teachers’ time, I argue it is not a strategy that is widely or effectively used in professional
development. By studying and questioning the particulars of teaching through artifacts, teaching
and learning became a “collective endeavor” (Ball & Cohen, 1999) where teachers could learn
from one another by capitalizing on their existing knowledge and capabilities. Teachers in this
study used lesson records, running records, student writing samples, teacher-created and
modified books, and video-recorded lessons to reflect on their teaching decisions, to share ways
they had enacted culturally responsive teaching, to consider alternative teaching approaches, and
identify missed opportunities. Since culturally responsive teaching was a new idea for
participating teachers, they were apprehensive to make changes in the practice. Grounding
conversations in artifacts offered teachers a risk-free way to explore their thinking and to receive
constructive feedback from their colleagues. Consequently, teachers were able to collectively
problematize and reflect upon instructional moves and develop creative and insightful ways to
utilize students’ social, cultural, and linguistic knowledge to make their teaching culturally
responsive, supporting Feiman-Nemser’s (2001) claim that “intellectual work can best be
accomplished when teachers work together over time, conducting inquiries centered in their
practice” (p. 1043).
Through this inquiry approach to professional development, teachers’ shifts in practices
and beliefs occurred through the mediating processes of reflection and enaction. Reflection,
defined as one’s ability to look back on an experience for the purpose of drawing conclusions for
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future actions (Witterholt, Goedhart, Suhre, & van Streun, 2012), has been recognized as a
critical component of culturally responsive teaching (Gay, 2010; Irvine & Armento, 2001; Nieto,
2013). Enaction is the translation of a belief or pedagogical model into action (Clarke &
Hollingsworth, 2002). Drawing loosely from Clarke and Hollingsworth’s (2002) Interconnected
Model of Teacher Professional Growth, the professional development incorporated iterative
cycles of reflection and enaction allowing shifts to occur in teacher's beliefs and practices both
naturally and interactively. Journaling and dialogue surrounding teaching practices, personal
experiences, professional literature, debriefings, and video-recorded lessons offered teachers
opportunities to examine their taken-for-granted assumptions, instructional practices, and
attempts to implement culturally responsive teaching. Teachers, as a result of their participation
in reflective conversations and the menu of learning opportunities, confronted issues of race,
culture, language, and power directly, allowing for changes in their thinking and the ways they
approached their students and their teaching.
Our continued conversation surrounding language demonstrates how iterative cycles of
reflection and enaction facilitated teachers’ shifts in beliefs and practices. Our bi-weekly
professional development sessions offered teachers a formal time to reflect on professional
literature, their instructional practices, and personal experiences. During the sharing time,
teachers explained how and why they analyzed students’ familiar oral language structures and
vocabulary (PD #3), debated the value of teacher prompts (PD #3), shared examples of books
they had created, modified, or co-constructed (PD #4, #5, #6), discussed the value of
conversation within and outside of the Reading Recovery lesson (PD #5), offered specific
suggestions to build and expand on students’ linguistic knowledge, and grappled with if and how
these techniques aligned with the tenets of Reading Recovery (PD #3, #5). This time for sharing
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encouraged teachers to reflect on their teaching practices and decisions, offered specific
techniques for other participating teachers to try, and revealed the ways teachers were shifting
their practices to enact culturally responsive teaching. The time designated for discussion and
new learning offered teachers opportunities to explore topics such as linguistic differences
between English and other languages (PD #2), the need for explicit instruction on language (PD
#2), the influence of culture on language (PD #3), formal versus informal registers (PD #3), bias
toward different dialects (PD #3), the notion of accepting versus teaching (PD #4), and the
importance of honoring students’ language and culture (PD #5). Since topics for the sharing and
discussion times were determined by the teachers, topics were revisited and re-examined,
allowing for micro-shifts throughout the professional development experience. For example,
teachers analyzed students’ oral and written language to create, modify, and co-construct books,
spoke explicitly to their students about language, provided time for conversation before, during,
and after their lessons, and used teaching prompts more intentionally.
These examples demonstrate that iterative cycles of reflection and enaction gave teachers
permission to make small shifts in their teaching. Teachers were offered opportunities to try out
different pedagogical strategies, to discuss ways the strategy was enacted, and to evaluate the
results of their actions; consequently, this encouraged professional experimentation. As a result,
they enacted new pedagogical practices in their Reading Recovery lessons. The camaraderie of
the community of practice, coupled with the promise that we were figuring it out together,
allowed the processes of reflection and enaction to become public. Within this community built
upon respect and trust, reflection and enaction were instruments of change in teachers’ practices
and beliefs, exemplifying Darling-Hammond’s (1998) notion that “teachers learn best by
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studying, doing, and reflecting: by collaborating with other teachers; by looking closely at
students and their work; and by sharing what they see” (p. 8).
Teaching with Intention
The professional development offered through this study established a community of
learners where teachers determined the specific path of their learning, engaged in professional
discourse, and learned in and through practice. Since the professional development did not
follow a pre-determined path, but rather was customized to teachers’ particular needs and
interests, teachers engaged in learning opportunities (reading professional literature, engaging
with students and their families, and reflecting on their teaching through video-recorded lessons)
that were relevant and immediately applicable. In addition to the learning opportunities, the
structure offered in the professional development through the learning community framework
offered teachers the time and space to theorize the tenets of culturally responsive teaching, to
respond to professional literature, to reflect on their own personal and professional experiences,
to dialogue about issues of race, power, culture, language, and literacy, to challenge their takenfor-granted assumptions and biases, and to experiment with their teaching practices as they
attempted to enact culturally responsive teaching within their Reading Recovery lessons.
Through this meaningful, learner-centered professional development, teachers were able
to critically evaluate their beliefs and to move toward more intentional interactions. Specifically,
teachers underwent a pivotal shift that changed how they conceptualized their role as a teacher,
how they viewed and interacted with students and their parents, and how they implemented their
instruction. Amanda captures this change in mindset offering “We are not just teaching a lesson;
we are teaching a person” (Amanda, Final Interview, December 12, 2014). While this statement
might seem obvious, teachers shared that their focus on the individuality and uniqueness of their
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students was easily lost in time constraints, paperwork, procedures, pressures to accelerate and
discontinue, and other teaching responsibilities. When teachers repositioned their students as
central to their teaching practices, they became more intentional about when and how they
interacted with their students and their families, how they learned about their students, and how
they planned and delivered their Reading Recovery instruction. With this change in
intentionality, teachers were able to enact culturally responsive teaching within the framework of
Reading Recovery.
Are we ready?
While teachers found the professional development to be “a valuable experience” (Kara,
Final Interview, December 10, 2014) and recognized the importance of our work, they also
worried that Reading Recovery teachers as a whole may not be as open to discuss topics that
they deemed to be taboo. Kara, thinking about her role as a Teacher Leader, was especially
apprehensive about how conversations of race and power would be perceived by Reading
Recovery teachers and stakeholders alike, fearing “emotionally not everyone is ready, not
everyone sees the reason for it, not everyone wants to do it” (Kara, PD 6, November 24, 2014).
Even though the majority of the student population served in Lincoln CISD was of a minority
background, Kara feared a professional development that broaches issues of race could “turn into
a front page kind of problem where here is a district where they are focused on race” (Kara, PD
6, November 24, 2014).
For all children to get the most appropriate education, teachers and stakeholders alike
must confront this fear, be willing to broach uncomfortable topics, and recognize, in the words of
Hawley and Nieto (2010), the “inconvenient truth” that race and ethnicity affect teaching and
learning. Since race and ethnicity affect students’ response to instruction and teachers’
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assumptions regarding how students learn and their capabilities (Hawley & Nieto, 2010; Gee,
2004; Heath, 1982; Taylor & Dorsey-Gaines, 1988), teachers must abandon the notion that
“good teaching is good teaching” and instead, employ instructional practices that respect and
utilize students’ social, cultural, and linguistic knowledge.
For this to occur, teachers first need to examine their own beliefs, confronting issues of
race, culture, language, and power. However, like the teachers in my study, I agree the
groundwork needs to be established in a community of practice for these conversations to be
productive. My study demonstrated that a professional development that respects teachers as
professionals, allows teachers to be instrumental in the path of their learning, offers teachers
opportunities to engage in professional discourse, and embeds their learning in specific instances
of teaching and learning, encourages teachers to engage in these professional conversations
allowing for the implementation of culturally responsive teaching. However, for these shifts to
occur, teachers must be afforded the time and space to engage in this critical dialogue and
reflective thinking. It is not a process that cannot be squeezed into a 30 minute planning period
and scheduled to the minute, but, as noted by other researchers in the field (Berryman, 2011;
Darling-Hammond et al., 2009; Feiman-Nemser, 2001; Guskey, 2000; Hawley & Valli, 1999;
Johnson, 2011; Lee, 2004; Roehrig, Dubosarsky, Mason, Carlson, & Murphy, 2011), must be
continuous and ongoing. As with my study, a professional development that unfolds organically
(Flint, 2011) allows teachers to take risks with their thinking and learning as they are ready. An
educational system that prioritizes the professional development of teachers, like our global
counterparts in the Organisation for Economic Co-operation and Development (OECD), would
offer more opportunities for these types of professional learning opportunities to occur. If this
were the case in the United States, collaborative planning, meeting with students and parents,
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observing peers, engaging in action research, participating in lesson study, jointly developing
curriculum, and participating in classroom visits would no longer be considered a luxury, but
rather a part of our professional responsibility to provide the best, most appropriate education for
all students.
Implications
Implications for Reading Recovery Practices
Clay (2005a) describes the lesson components and the ordering of these activities as a
“typical” (p. 37) format for a daily lesson, allowing teachers some flexibility as they customize
students’ Reading Recovery programs based on students’ individual strengths and weaknesses.
When teachers in this study thought intentionally about the tenets of culturally responsive
teaching, as well as the Reading Recovery framework, teachers found ways to utilize students’
social, cultural, and linguistic knowledge, allowing for culturally responsive teaching.
Specifically, teachers listened to their students more intentionally and dedicated more time for
genuine conversations in and outside of the lesson. When selecting and introducing texts,
teachers considered students’ familiar language structures, vocabulary, experiences, and ways of
being, enabling students to use all sources of information at point of difficulty. Additionally,
teachers carefully considered how and when teaching prompts were most facilitative with their
second language learners and students who spoke a nonstandard form of English. Teachers,
having listened intentionally to their students, were able to teach principles about words utilizing
words from their students’ oral language and to select pictures for students’ alphabet books that
were familiar and, consequently, more accessible.
While the Reading Recovery framework allowed for culturally responsive teaching to
occur, teachers also implemented new techniques. Teachers, while still adhering to the tenets

236

and procedures of Reading Recovery, looked beyond the pages of Literacy Lesson: Designed for
Individuals (2005a,b) to find ways to capitalize on students’ unique knowledge and strengths.
The data revealed three new teaching practices that are not specifically outlined in Clay’s
(2005b) teaching procedures: (1) the creation and modification of books and (2) explicit
conversations with students about language, and (3) diversification of ways to learn about their
students.
Understanding the importance of book selection, teachers created and co-constructed
original texts, as well as modified published books from their collection. When teachers created
their own books or co-constructed books with their students, they were able to incorporate
students’ familiar language structures, vocabulary, experiences, and interests, allowing students’
to utilize their semantic and syntactic knowledge in addition to visual knowledge at points of
difficulty. Teachers also modified their published books to account for students’ familiar
language structures, vocabulary, and sight words. Teachers, with the freedom to use a variety of
books (teacher made, co-constructed, modified, and published), used books to teach more
intentionally based on students’ knowledge and experience, rather than allowing their limited
book selection to determine the pace and focus of instruction.
Teachers, recognizing the mismatch between their students’ home and school language,
broadened their uses of talk to include explicit conversations about language. Specifically,
teachers explained different registers of language and differences between students’ native
language and English. Teachers also brainstormed with students different ways to say the same
thing to illustrate the context dependent nature of language. These conversations made students
more aware of oral and written language, taught them “the codes needed to participate fully in
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the mainstream American life” (Delpit, 1995, p. 45) and, consequently, supported and extended
on students’ linguistic knowledge.
To learn about students’ linguistic, social, and cultural knowledge, teachers in this study
found it necessary to broaden and diversify the ways they learned about their students. Teachers
learned about students’ knowledge and experiences by observing and interacting with students
and their families outside of the Reading Recovery lesson through playdates, home, and church
visits. When these types of interactions were not possible, teachers made more concerted efforts
to learn about students at school by listening and observing their students more intentionally,
analyzing students’ writing, and inviting their students to capture important parts of their lives
using a disposable camera. By diversifying their modes of learning about their students, teachers
gained a greater understanding of the children they taught.
Implications for Continuing Professional Development for Reading Recovery Teachers
The continuing professional development for Reading Recovery teachers has been highly
recognized by the National Staff Development Council and the National Education Association
(Bussell, 2002; Simpson & Montgomery, 2007). However, the emphasis is primarily on content
knowledge and content-specific pedagogical skills. This study illustrated the potential of
Reading Recovery professional development when teachers were afforded the “luxury” (Kara,
Final Interview, December 10, 2014) of time and space to dig into professional reading, to
engage in reflective conversations about their beliefs and practices, to experiment with their
teaching practices, and to explore topics and issues that are relevant and meaningful for their
particular students. At the end of the professional development, Kara, recognizing the “hunger
and fascination” (Kara, Final Interview, December 10, 2014) from the teachers in our community
of practice, thought specifically about encouraging and supporting teacher inquiry by offering
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teachers a variety of resources and providing different opportunities for teachers to participate
and collaborate. Kara suggested this balance between resources and direction encouraged
teachers to become active problem solvers and to take ownership of their own learning. Kara’s
comments suggest that there are other learning opportunities that could enhance the current
model. As demonstrated by my study, incorporating opportunities for teacher inquiry into
ongoing Reading Recovery professional development may extend its breadth beyond the current
focus on content knowledge and content-specific pedagogical skills, allowing teachers to explore
such topics as culturally responsive teaching.
In an inquiry model of professional development, the role of the Teacher Leader could
shift from primarily facilitator to also include an active member of the community practice. In
this capacity, all participating teachers could become collaborative partners assuming the roles of
both learners and teachers. Members, valued for their wealth of knowledge and experiences,
could contribute to the evolving understanding of how to best help struggling readers and writers
using the Reading Recovery principles. Kara, as a result of her involvement in the professional
development, recognized the funds of knowledge her teachers possessed and began to consider
ways of tapping into teachers’ wealth of knowledge and experiences. Utilizing teachers’ funds
of knowledge has the potential to transform the way teachers view themselves, their students,
and their instruction. For example, the social, cultural, and linguistic knowledge and experiences
of colleagues could contribute to a better understanding of students. As we found in the
professional development for this study, talking candidly about race, language, and culture
helped us to identify students’ unique social, cultural, and linguistic strengths to better
understand students’ actions, to explain linguistic or cultural differences to our students, and to
support them more effectively with our instruction. On a larger scale, these types of
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collaborations between members of a Reading Recovery community of practice could result in
the development of innovative new approaches within the Reading Recovery framework,
allowing Clay’s intent for cultural responsiveness to come to fruition.
Implications for Policy
Over the past two decades, the reform effort has spread and grown more intense
(Bankston III, 2010; Groen, 2012; Kessinger, 2011; Long, 2011/2012; Rose, 2015). Federal
policies and initiatives, such as No Child Left Behind (NCLB) and Race to the Top, have
dramatically increased the influence of the federal government on public school, shifting locus of
control away from local level to state and national levels (Genishi & Dyson, 2009; Rose, 2015;
Whitenack & Swanson, 2013; Woodside-Jiron, 2003). Focusing on public school failure, these
programs require states to establish standardized testing programs to rate student achievement
and teacher effectiveness, changing how teachers teach, children learn, and teachers are educated
(Genishi & Dyson, 2009; Rose, 2015). Consequently, diverse stakeholders in the educational
process have come to regard “teachers as technicians, students learning as performance on tests,
and teacher learning as frontal training and re-training on what works” (Cochran-Smith & Lytle,
2006, p. 689). This thinking that schools can be fixed by fixing teachers and teaching undergirds
NCLB and Race to the Top (Cochran-Smith, 2006). The federal government, as a result, spends
billions of dollars on professional development (Long, 2011/2012). To reach the masses,
professional development becomes a one-size-fits-all fix, ignoring the individual needs of
teachers and undermining the professionalism of teachers (Shin, 2012). These types of
professional development experiences commonly utilize conventional approaches that have been
proven to be highly ineffective (Ball & Cohen, 1999; Borko, 2013; Clarke & Hollingworth,

240

2002; Flint, Zisook, & Fisher, 2011; Guskey, 2000; Hawley & Valli, 1999; Hill, 2009; Oper &
Pedder, 2011; Rose, 2015; Sykes, 1999).
Policies and practices need to, instead, provide “top-down support for bottom-up reform
(Darling-Hammond and McLaughlin, 2011, p. 82). Restoring teacher agency to professional
learning allows the focus to shift from short-term results to continued professional growth.
Professional development can then extend beyond mere support of teachers’ acquisition of new
skills and knowledge to provide opportunities for “deepening teachers’ understanding of the
processes of teaching and learning and of the students they teach” (Darling-Hammond &
McLaughlin, 2011, p. 82). Similar to others (Ball & Cohen, 1999; Clarke & Hollingsworth,
2002; Darling-Hammond & McLaughlin, 2011; Feiman-Nemser, 2001; Flint, Maloch, & Leland,
2010; Hawley & Valli, 1999), my study demonstrates the criticality of meaningful, learnercentered professional development. Teachers can, and will, shift their beliefs and practices when
they are given the time and space to become active, empowered decision-makers, to collaborate
with other teachers, to engage in professional discourse centered on theory and practice, and to
reflect on their belief and practices.
Limitations
One limitation of this study is the small number of participants. Having only four
participating teachers makes it impossible to generalize findings for Reading Recovery teachers
nationally or internationally. Teachers participating in the study had varying experiences. A
majority of the participating teachers lived in countries around the world and spoke a second
language. This type of knowledge and experience may not be typical of all practicing Reading
Recovery teachers. However, the qualitative nature of the study offered detailed descriptions of
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the ways they shifted their beliefs and teaching practices to enact culturally responsive teaching
within their Reading Recovery lessons.
Another limitation is that the duration of the professional development associated with
this study was four months. Since research has indicated that highly effective professional
development is ongoing and continuous (Darling-Hammond et al., 2009; Feiman-Nemser, 2001;
Guskey, 2000; Hawley & Valli, 1999), a four month study did not fully support teachers as they
attempted to make their lessons culturally responsive. As a result, the changes in teachers’
beliefs and teaching practices may be characterized micro-shifts. Additional time would have
allowed for additional instructional approaches and continued reflection. Unfortunately, I did
not have additional time or financial means to extend the duration of the study.
Additionally, my role in the professional development could be viewed as a limitation.
Since my goal was to develop a community of practice where each teachers’ knowledge and
experiences were respected and valued, my role shifted between facilitator and community
member. In our first professional development session, I acted primarily as the facilitator
guiding teachers as they identified positive characteristics of professional learning communities
and created their ground rules. I also presented the learning opportunities available to them
throughout the professional development. In later sessions, I engaged with teachers as an equal
member of the group by participating in discussions, rather than leading them, sharing my
struggles in my teaching and evolving thinking, and by making teachers instrumental in the
decision-making process. However, as a participating member of this community of practice, I
shared my insights regarding the role of the teacher, instructional practices, and the
conceptualization of literacy. Acting as both a researcher and active participant, it was difficult
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to remain completely objective. Consequently, my comments may have impacted some of the
shifts teachers reported.
Recommendations for Further Research
This study demonstrated that a professional development focused on theorizing and
implementing the tenets of culturally responsive teaching encouraged Reading Recovery teachers
to shift their beliefs and practices. Since the professional development took the form of a
community of practice, teachers’ learning experiences were collaborative, and consequently,
socially influenced. A different group of teachers in a different region of the country or world
would have likely yielded different findings. While there are countless studies on ways to enact
culturally responsive teaching in the classroom setting (Au & Jordan, 1981; Diamond & Moore,
1995; Dick, Estell, & McCarty, 1994; Hefflin, 2002; Krater, Zeni, & Cason, 1994; May, 2011;
Souto-Manning, 2009; Vogt, Jordan, & Tharp, 1987), current literature does not address
culturally responsive teaching within a structured framework such as Reading Recovery. As a
result, more research is needed to explore the ways culturally responsive teaching can be enacted
within the Reading Recovery framework and the paths for these personal and professional shifts.
The findings of my study also challenge the current conceptions of the ongoing
professional development of Reading Recovery teachers. While Teacher Leaders have some
latitude in determining the content and the instructional activities, they also are subjected to
requirements. My study offered one model for the continuing professional development of
Reading Recovery teachers as they theorize and implement culturally responsive teaching.
Although current literature has examined the ways professional development has supported the
implementation of culturally responsive teaching (Ball, 2009; Berryman, 2011; Bishop, 2011;
Hynds & Sleeter, 2011; Johnson, 2011; Lee, 2004; Pewewardy, 2005; Roehrig, Dubosarsky,
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Mason, Carlson, & Murphy, 2011; Savage & Hindle, 2011; Sleeter, 2011; Souto-Manning &
Mitchell, 2010), the Reading Recovery field has yet to be explored.
Concluding Thoughts
Reading Recovery has proven to be a highly effective intervention for struggling readers
and writers around the world; it has also received criticism for maintaining status quo by
supporting “ways of talking, thinking, acting, doing, and valuing associated with White, ablebodied, middle- and upper class males” (Dudley-Marling & Murphy, 1997, p. 461). This study
aimed to uphold the integrity of Reading Recovery while also challenging white middle-class
conceptions of literacy. As participating teachers engaged in professional dialogue and learning
opportunities, teachers’ notion of school literacy became contextualized within larger social and
cultural contexts shifting both their beliefs and practices. Teachers, as a result, looked beyond
students’ reading processes to capitalize on social, cultural, and linguistic dimensions that affect
literacy learning. Through this process, teachers were reminded, in the words of Compton-Lilly
(2008), that “we are not merely teaching letters and words, we are also teaching children” (p.
671).
While Clay honors the individuality of the child through the Reading Recovery
framework, a child’s social, cultural, and linguistic strengths are easily lost in the 30 minute time
limit, specific teaching procedures, and required paperwork. Professional development that
respects teachers as professionals by allowing them to be instrumental in their path of learning,
engaging them in professional discourse surrounding issues of race, power, and literacy, as well
as the impacts of these issues at school, in their lessons, and in their relationships with students
and their families, and embedding their learning in specific instances of teaching and learning,
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empowers teachers to make changes in their practices that allow their Reading Recovery lessons
to become culturally responsive.
Epilogue
During the course of this four-month professional development opportunity, the
participating teachers experienced micro-shifts in how they conceptualized their roles as
teachers, how they viewed and interacted with students and their parents, and how they
implemented literacy instruction. When teachers were reminded of the individuality and
uniqueness of their students, they repositioned their students as central to their teaching practices
and changed their intentionality both within and outside of their Reading Recovery lessons.
With this pivotal shift in mindset, the impacts of the professional development extended beyond
the seven professional development sessions. At the conclusion of the study, teachers shared
how their changes in thinking impacted their subsequent rounds of Reading Recovery students,
their classroom practices, and the format of continued professional development for Reading
Recovery teachers.
Dana’s interactions with her students and their families in subsequent Reading Recovery
programs were impacted as a result of her participation in this professional development. After
her experience of meeting with Nathan’s family in a church setting, Dana began to reconsider
how she conducted outreach to families. She began working with a new student whose mother
only spoke Vietnamese and whose father had recently passed away while serving in the military,
Dana thought more creatively about her efforts to connect with his mother. She explained,
I am real eager to reach out to this family…His momma is a nail tech and I was going to
look up where her shop is and thought that I might go over and visit with her over the
holidays because there will be somebody at the nail shop who can speak English….He is
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going to need so much support (Dana, Final Interview, December 18, 2014).
For Amanda, her teaching practices in her bilingual pre-K class were impacted by her
experience in the professional development. Amanda shared that a little girl in her pre-K class
who had never attended school and never been away from her mother cried incessantly in the
classroom. Amanda tried many techniques to ease the student’s worries and to make her feel
comfortable in the classroom. Amanda showered the girl with affection and positive praise,
explained school procedures and rules, partnered her with a friend, and included her as a class
helper, but the little girl remained inconsolable. Frustrated with how to help this student,
Amanda reached out to the girl’s mother in hopes to gain some insight about how to best help
her. Learning of the girl’s love of horses, Amanda began to integrate the topic of horses into
instructional materials and activities designed for this girl in mind. When Amanda filtered the
curriculum through the student’s knowledge and interests, the student changed how she engaged
in the classroom. The student stopped crying, began participating in classroom activities, and
even asked to bring books home to continue reading. Reflecting on this experience, Amanda felt
she had become a much better teacher because she was learning more about her students and
thinking about ways to utilize their social, cultural, and linguistic knowledge in her classroom.
Kara, on the other hand, extended her learning beyond the classroom. She thought about
her role as a facilitator in the ongoing professional development for Reading Recovery teachers
in her school district. Reflecting on the professional development sessions, Kara shared that the
format of each session allowed her to “spend time on the important stuff,” encouraging
interesting conversations and opportunities for teachers to take risks with their learning and
thinking (Kara, Final Interview, December 10, 2014). Based on her positive experience in the
professional development, Kara was thinking more about how to extend upon the required
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activities in ongoing Reading Recovery professional development by providing teachers the
opportunity for inquiry and collaboration. Kara noted that she was already making changes in
the format of ongoing professional development sessions. She had changed the format of
sharing by using some of the Critical Friends protocols and had made oral and written reflection
a priority. For Kara, being a member of a community of practice encouraged her to reflect on
her own teaching and facilitation of adults and to extend upon and enhance her familiar
techniques.
While this study highlighted the shifts in instructional practices and beliefs for a
particular group of teachers at a particular moment in time, the pivotal shift in their mindset as a
result of their participation in the professional development sessions allowed for the impacts to
be far-reaching and long-lasting.

247

References
Abselson, R. (1979). Differences between belief systems and knowledge systems. Cognitive
Science, 3, 355 – 366.
Alexander, P., & Fox, E. (2004). A historical perspective on reading research and practice. In R.
B. Ruddell & N. J. Unrau (Eds.), Theoretical models and processes of teaching (5th ed.)
(pp. 33 - 68). Newark, DE: International Reading Association.
Allington, R. (2001). What really matters for struggling readers: Designing research-based
programs. New York, NY: Addison- Wesley.
Allington, R. (2002). Big brother and the national reading curriculum: How ideology trumped
evidence. Portsmouth, NH: Heinemann.
Allington, R. (2006). Reading lessons and federal policy making: An overview and introduction
to the special issue. The Elementary School Journal, 107(1), 3 – 15.
Allington, R.L., & Lie, S. (1990). Teacher beliefs about children who find learning to read
difficult. Paper presented at the 40th Annual Meeting of the National Reading Conference,
Miami Beach, FL.
Allport, G. (1967). Attitudes. In M. Fishbein (Ed.), Reading in attitude theory and measurement
(pp. 1 -13). New York, NY: John Wiley & Sons.
Angus, L. (2012). Teaching within and against the circle of privilege: Reforming teachers,
reforming schools. Journal of Education Policy, 27(2), 231-251.
Armento, B.J. (2001). Principles of culturally responsive curriculum. In J.J. Irvine & B.J.
Armento, B.J. (Eds). Culturally responsive teaching: Lesson planning for elementary and
middle grades. New York, NY: McGraw Hill.

248

Ashdown, J., & Simic, O. (2000). Is early literacy intervention effective for English language
learners? Evidence from Reading Recovery. Literacy Teaching and Learning, 5(1), 27 –
42.
Askew, B. (2009). Using an unusual lens. In B. Watson & B. Askew (Eds.), Boundless
horizons: Marie Clay’s search for the possible in children’s literacy (pp. 37 – 39).
Portsmouth, NH: Heinemann.
Askew, B.J., Fountas, I.C., Lyons, C.A., Pinnell, G.S., Schmitt, M.C. (1998). Reading Recovery
Review: Understandings outcomes and implications (Report No. ED 434 320).
Columbus, OH: Reading Recovery Council of North America, Inc.
Au, K. (1980). Participation structures in a reading lesson with Hawaiian children: Analysis of a
culturally appropriate instructional event. Anthropology & Education Quarterly, 11(2),
91 – 115.
Au, K. (2008). If can, can: Hawai’I creole and reading achievement. Educational Perspectives,
41(1-2), 66 – 76.
Au, K. (2009/2010). Culturally responsive instruction” What is it and how can we incorporate it
in the classroom? Reading Today, 27(3), 30 – 31.
Au, K., & Jordan, C. (1981). Teaching reasoning to Hawaiian children: Finding culturally
appropriate solution. In H. Trueba, G. Guthrie, & K. Au (Eds.), Culture and the bilingual
classroom: Studies in classroom ethnography (pp. 139 - 152). Rowley, MA: Newbury
House.
Aud, S., Hussar, W., Johnson, F., Kena, G., Roth, E., Manning, E., Wang, X., & Zhang, J.
(2012). The condition of education 2012. (NCES 2012 -045). Retrieved from U.S.

249

Department of Education, National Center on Education Statistics. Website:
http://nces.ed.gov/pubsearch.
Avalos, B. (2011). Teacher professional development in teaching and teacher education over ten
years. Teaching and Teacher Education, 27(1), 10 - 20
Baker, L., Sonnensehein, S., Serpell, R., Scher, D., Fernandez-Fein, S., Munsterman, K., Hill, S.,
Goddard-Truitt, V., & Dansceco, E. (1996). Early literacy at home: Children’s
experiences and parents’ perspectives. The Reading Teacher, 50(1), 70 – 72.
Ball, A. F. (2009). Toward a theory of generative change in culturally and linguistically complex
classrooms. American Educational Research Journal, 46(1), 45–72.
doi:10.3102/0002831208323277.
Ball, D.L., & Cohen, D.K. (1999). Developing practice, developing practitioners: Toward a
practice-based theory of professional education. In L.Darling-Hammond & G. Sykes
(Eds.), Teaching as the learning profession: Handbook of policy and practice (pp. 3 –
32). San Francisco, CA: Jossey-Bass Publishers.
Ballantyne, A. (2009). Research origins: The historical context. In B. Watson & B. Askew
(Eds.). Boundless horizons: Marie Clay’s search for the possible in children’s literacy
(pp. 7 – 34). Portsmouth, NH: Heinemann.
Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory.
Englewood Cliffs, NJ: Prentice Hall.
Banks, J.A. (1991). A curriculum for empowerment, action, and change. In C.E. Sleeter (Ed.),
Empowerment through multicultural education (pp. 125 – 141). Albany, NY: State
University of New York Press.

250

Banks, J.A. (2010). Series foreward. In G. Gay, Culturally responsive teaching: Theory,
research, and practice (2nd ed.) (pp. ix – xiii). New York, NY: Teachers College Press.
Banks, J., Cochran-Smith, M., Moll, L., Richert, A., Zeichner, K., LePage, P., DarlingHammond, L., Duffy, H., & McDonald, M. (2005). Teaching diverse learners. In L.
Darling-Hammond & J. Bransford (Eds.), Preparing teachers for a changing world:
What teachers should learn and be able to do. San Francisco, CA: Jossey-Bass.
Bankston III, C.L. (2010). Federal control of public schools and the decline of community.
Modern Age, 52(3), 184 - 197
Barone, D., & Hong Xu, S. (2008). Literacy Instruction for English Language Learners Pre-K-2.
New York, NY: The Guilford Press.
Bausch, L.S. (2003). Just words: Living and learning the literacies of our students’ lives.
Language Arts, 80(3), 215 – 222.
Bell, L., Maeng, J.L., & Binns, I.C. (2013). Learning in context: Technology integration in a
teacher preparation program informed by situated learning theory. Journal of Research in
Science Teaching, 50(3), 348 – 379.
Bernal, D.D. (2002). Critical race theory, Latino critical theory and critical raced-gendered
epistemologies: Recognizing students of color as holders and creators of knowledge.
Qualitative Inquiry, 8(1), 105 – 126.
Berryman, M. (2011). The professional development process. In C. E. Sleeter (Ed.),
Professional development for culturally responsive and relationship based pedagogy (pp.
47 – 68). New York, NY: Peter Lang.

251

Birchak, B., Connor, C., Crawford, K. M., Kahn, L. H., Kaser, S., Turner, S., & Short, K. G.
(1998). Teacher study groups: Building community through dialogue and reflection.
Urbana, IL: National Council of Teachers of English.
Bishop, R. (2011). Te Kotahitanga: Kaupapa Maori in mainstream classrooms. In C. E. Sleeter
(Ed.), Professional development for culturally responsive and relationship based
pedagogy (pp. 23 – 46). New York, NY: Peter Lang.
Black, A., & Ammon, P. (1992). A developmental-constructivist approach to teacher education.
Journal of Teacher Education, 43(5), 323-335.
Bochner, A. (2000). Criteria against ourselves. Qualitative Inquiry, 6, 266 – 272.
Bogdan, R.C., & Biklen, S.K. (2003). Qualitative research for education: An introduction to
theories and methods (4th ed.). New York, NY: Pearson Education Group, Inc.
Borba, M. (2004). Building the literacy triangle for English language learners: Reading
recovery, the classroom, and the home. Journal of Reading Recovery, 31 – 37.
Borko, H. (2004). Professional development and teacher learning: Mapping the terrain.
Educational Researcher, 33(8), 3- 15.
Borko, H., & Putnam, R.T. (1995). Expanding a teacher’s knowledge base: A cognitive
psychological perspective on professional development. In T.R. Guskey & M. Huberman
(Eds.), Professional development in education: New paradigms and practices (pp. 35 –
66). New York, NY: Teachers College, Columbia University.
Boud, D. (2001). Using journal writing to enhance reflective practice. New Directions for Adult
and Continuing Education, 90, 9 - 17.

252

Bransford, J., Darling-Hammond, L., & LePage, P. (2005). Introduction. In L. DarlingHammond & J. Bransford, Preparing teachers for a changing world: What teachers
should learn and be able to do (pp. 1 – 39). San Francisco, CA: Jossey-Bass.
Brown, J.S., Collins, A., & Duguid, P. (1989). Situated cognition and the culture of learning.
Educational Researcher, 18(1), 32 – 42.
Brown-Jeffy, S., & Cooper, J.E. (2011). Toward a conceptual framework of culturally relevant
pedagogy: An overview of the conceptual and theoretical literature. Teacher Education
Quarterly, 38(1), 65- 84.
Bruner, J. (1983). Child’s talk: Learning to use language. New York, NY: W.W. Norton &
Company.
Bryman, A. (1984). The debate about quantitative and qualitative research: A question of method
or epistemology?. The Bristish Journal of Sociology, 35(1), 75 – 92.
Bussel, J. (2002). Professional associations recognize Reading Recovery. Journal of Reading
Recovery, 2(1), 29 – 30.
Buysse, V., Winton, P.J., & Rous, B. (2009). Reaching consensus on a definition of professional
development for the early childhood field. Topics in Early Childhood Special Education,
28(4), 235 – 243.
Cairney, T. (2002). Bridging home and school literacy: In search of transformative approaches to
curriculum. Early Child Development and Care, 172(2), 153 – 172. Doi:
10.1090/03004430290013317.
Calandra, B., Brantley-Dias, L., Lee, J.K., & Fox, D.L. (2009). Using video editing to cultivate
the novice teachers’ practices. Journal of Research on Technology in Education, 42(1),
73 – 94.

253

Calderhead, J., & Robson, M. (1991). Images of teaching: Student teachers’ early conceptions of
classroom practice. Teaching & Teacher Education, 7, 1 – 8.
Canadian Institute of Reading Recovery. (2013). Canadian Institute of Reading Recovery:
Summary of Progress, 2012 – 2013. Retrieved from http://readingrecoverycanada.ca/wpcontent/uploads/2014/05/CIRR-Public-12-13-National-Summary.pdf.
Carrington, S., Deppeler, J., & Moss, J. (2010). Cultivating teachers’ beliefs, knowledge and
skills for leading change in schools. Australian Journal of Teacher Education, 35(1), 1 –
13.
Cazden, C.B., & Leggett, E.L. (1981) Culturally responsive education: Recommendations for
achieving Lau Remedies II. In H. Trueba, G. Guthrie, & K. Au (Eds.), Culture and the
bilingual classroom: Studies in classroom ethnography (pp. 69 - 86). Rowley, MA:
Newbury House.
Charmaz, K. (2006). Constructing grounded theory: A practical guide through qualitative
analysis. Washington, DC: SAGE Publications Ltd.
Choules, K. (2007). The shifting sands of social justice discourse: From situating the problem
with ‘them’, to situating it with ‘us’. Review of Education, Pedagogy and Cultural
Studies, 29(5), 461-481.
Clarke, D., & Hollingsworth, H. (2002). Elaborating a model of teacher professional growth.
Teaching and Teacher Education, 18(8), 947 – 967.
Clay M. M. (1979). The early detection of reading difficulties. Auckland, New Zealand:
Heinemann.
Clay, M.M. (1991). Becoming literate: The construction of inner control. Portsmouth, NH:
Heinemann.

254

Clay, M.M. (1993). Reading Recovery: A guidebook for teachers in training. Portsmouth, NH:
Heinemann.
Clay, M.M. (1998). By different paths to common outcomes. Maine: Stenhouse Publishers.
Clay, M.M. (2002). An observation survey of early learning achievement (2nd ed.). Portsmouth,
NH: Heinemann.
Clay, M.M. (2005a). Literacy lessons: Designed for individuals, part one: Why? when? and
how? Portsmouth, NH: Heinemann.
Clay, M.M. (2005b). Literacy lessons: Designed for individuals, part two: Teaching procedures.
Portsmouth, NH: Heinemann.
Clay, M.M. (2005c). An observation survey of early literacy achievement. (3rd ed). Portsmouth,
NH: Heinemann.
Clay, M.M. (2009). The development project. In B. Watson & B. Askew (Eds.), Boundless
horizons: Marie Clay’s search for the possible in children’s literacy (pp. 37 - 39).
Portsmouth, NH: Heinemann.
Cochran-Smith, M., & Lytle, S. (1993). Inside/outside: Teacher research and knowledge. New
York, NY: Teachers College Press.
Cochran-Smith, M., & Lytle, S. (1999). Relationships of knowledge and practice: Teacher
learning in communities.
Cochran-Smith, M., & Lytle, S. (2006). Troubling images of teaching in No Child Left Behind.
Harvard Educational Review (special issue), 76(4), 668 – 697.
Cohen, D., McLaughlin, M., & Talbert, J. (1993). Teaching for understanding: Challenges for
policy and practice. San Francisco, CA: Jossey-Bass.

255

Compton-Lilly, C. (2006). Identity, childhood culture, and literacy learning: A case study.
Journal of Early Childhood Literacy, 6(1), 57 – 76. Doi: 10.1177/146879846062175.
Compton-Lilly, C. (2008). Teaching struggling readers: Capitalizing on diversity for effective
learning. The Reading Teacher, 61(8), 668 – 672.
Compton-Lilly, C. (2011). Counting the uncounted: African American students in Reading
Recovery. Journal of Early Childhood Literacy, 11(1), 3 – 24.
Compton-Lilly, C. (2015). Reading lessons from Martin: A case study of one African American
student. Language Arts, 92(6), 401- 411.
Compton-Lilly, C., & Gregory, E. (2013). Learning from families and communities. Language
Arts, 90(6), 464 – 472.
Contu, A., & Willmont, H. (2003). Re-embedding situatedness: The importance of power
relations in learning theory. Organizational Science, 14(3), 283 – 293.
Cooper, C.W., Riehl, C.J., & Hasan, A.L. (2010). Leading and learning with diverse families in
schools: Critical epistemology amid communities of practice. Journal of School
Leadership, 20(6), 758 – 788.
Corbin, J. & Strauss, A. (1990). Grounded theory research: Procedures, canons, and evaluative
criteria. Qualitative Sociology, 13(1), 3 – 21.
Coulton, M. (2009). Danny and Dad read. Chagin Falls, OH: MaryRuth Books Inc.
Cowles, S. (2013). Annual monitoring of Reading Recovery: The data for 2012. New Zealand:
Ministry of Education. Retrieved from:
http://www.educationcounts.govt.nz/publications/series/1547/annual-monitoring-ofreading-recovery-the-data-for-2012.
Cowley, J. (2001). The Hungry Giant. Auckland, NZ: Shortland Publications.

256

Creswell, J.W. (2009). Research design: Qualitative, quantitative, and mixed methods
approaches (3rd ed.). Los Angeles, CA: SAGE Publications, Inc.
Crotty, M. (1998). The foundations of social research: Meaning and perspective in the research
process. Thousand Oaks, CA: SAGE.
Curnow, J. (2013). Fight the power: Situated learning and conscientisation in gendered
community of practice. Gender and Education, 25(7), 834 – 850.
Darling-Hammond, L. (1998). Teacher learning that supports student learning. Educational
Leadership, 55(5), 6 – 11.
Darling-Hammond, L. (2005). Teaching as a profession: Lesson in teacher preparation and
professional development. The Phi Delta Kappan, 87(3), 237 – 240.
Darling-Hammond, L. (2010). The flat world and education: How America’s commitment to
equity will determine our future. New York, NY: Teachers College.
Darling-Hammond, L., & McLaughlin, M.W. (2011). Policies that support professional
development in an era of reform. KAPPAN, 92(6), 81 – 92.
Darling-Hammond, L., Wei, R.C., Andree, A., Richardson, N., & Orphanos, S. (2009).
Professional learning in the learning profession: A status report on teacher development
in the United States and abroad. National Staff Development Council and the School
Redesign Network at Stanford University.
Delpit, L. (1995). Other people’s children: Cultural conflict in the classroom. New York, NY:
The New Press.
Denzin, N.K., & Lincoln, Y.S. (2011). Introduction: The discipline and practice of qualitative
research. In N.K. Denzin & Y.S. Lincoln (Eds.), The sage handbook of qualitative
research (4th ed.) (pp. 1 – 20). Thousand Oaks, CA: Sage Publications, Inc.

257

Desimone, L. (2011). A primer on effective professional development. Kappan, 92(6), 68 – 71.
DeMarrais, K., & LeCompte, M. (1999). The way schools work (3rd ed.). New York, NY:
Longman.
Dewey, J. (1933). How we think. Boston, MA: D.C. Heath.
Diamond B.J., & Moore, M.A. (1995). Multicultural literacy: Mirroring the reality of the
classroom. New York, NY: Longman.
Dick, G.S., Estell, D.W., & McCarty, T.L. (1994). Saad naakih bee’enootiltji na’aikaa:
Restructuring the teaching of language and literacy in a Navajo community school.
Journal of American Indian Education, 33(3), 31 – 46.
Doolittle, G., Sudeck, M., & Rattigan, P. (2008). Creating professional learning communities:
The work of professional development schools. Theory Into Practice, 47(4), 303 – 310.
Dresser, R. (2012). The impact of scripted literacy programs on teachers and students. Issues in
Teacher Education, 21(1), 71 – 87.
Dudley-Marling, C., & Murphy, S. (1997). A political critique of remedial reading programs:
The example of Reading Recovery. Reading Teacher, 50(6), 460 – 468.
Duffy, A.M., & Hoffman, J. (1999). In pursuit of an illusion: The flawed search for the perfect
method. Reading Teacher, 53(1), 10 – 16.
Duffy, M., & Chenail, R.J. (2008). Values in qualitative and quantitative research. Counseling &
Voices, 53(1), 22 – 38.
Dufresne, M. (2008). Jasper’s birthday party. Northampton, MA: Pioneer Valley Books.
Duke, N.K., & Martin, N.M. (2011). 10 things every literacy educator should know about
research. The Reading Teacher, 65(1), 9 – 22.

258

Dunbar, C. (2008). Critical race theory and indigenous methodologies. In N.K. Denzin, Y.S.
Lincoln, & L.T. Smith, Handbook of critical and indigenous methodologies (pp. 85 – 99).
Los Angeles, CA: SAGE.
Edmondson, J., & D’Urso, A. (2009). Considering alternatives for federal education policy in the
United States: A critical perspective on No Child Left Behind. Critical Studies in
Education, 50(1), 79 – 91.
Edwards, P., Porter, L., & Norman, R. (2009). Strategies for increasing the role of parents in
Reading Recovery. Journal of Reading Recovery, 9(1), 45- 52.
Erickson, F. (2011). A history of qualitative inquiry in social and educational research. In N.K.
Denzin & Y.S. Lincoln (Eds.), The sage handbook of qualitative research (4th ed.) (pp.
43 – 60). Thousand Oaks, CA: Sage Publications, Inc.
Eun, B. (2008). Making connections: Grounding professional development in the developmental
theories of Vygotsky. The Teacher Educator, 43 (2), 143 – 155.
Eun, B. (2010). From learning to development: A sociocultural approach to instruction.
Cambridge Journal of Education, 40(4), 401- 418.
Evans, M., Shaw, D., & Bell, M. (2000). Home literacy activities and their influence on early
literacy skills. Canadian Journal of Experimental Psychology, 54(2), 65 – 75.
Faltis, C.J. (2001). Joinfostering: Teaching and learning in multilingual classrooms (3rd ed.).
Upper Saddle River, NJ: Prentice Hall.
Fang, Z., Fu, D., & Leonard Lamme, L. (2004, April). From scripted instruction to teacher
empowerment: Supporting literacy teacher to make pedagogical transitions. Literacy,
38(1), 68 – 64.

259

Farrelly, P. (2012/2013). Selecting a research method and designing the study. British Journal of
School Nursing, 7 (10), 508 – 511.
Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to strengthen
and sustain teaching. Teachers College Record, 103(6), 1013 – 1055.
Fernandez, C. (2002). Learning from Japanese approaches to professional development: The case
of lesson study. Journal of Teacher Education, 53(5), 393 – 405.
Fishbein, M. (1967). A consideration of beliefs, and their role in attitude measurement. IN M.
Fishbein (Ed.). Readings in attitude theory and measurement (pp. 257 – 266). New York,
NY: John Wiley & Sons.
Flint, A.S., Kurumada, K.S., Fisher, T., & Zisook, K. (2011). Creating the perfect storm in
professional development: The experiences of two American teachers and a university
research team. Professional Development in Education, 37(1), 95 – 109.
Flint, A.S., Maloch, B., & Leland, C. (2010). Three years in the making: A cross-case analysis of
three beginning teachers’ literacy beliefs and practices. Journal of Reading Education,
35(2), 14 – 21.
Flint, A.S., Zisook, K., Fisher, T.R. (2011). Not a one-shot deal: Generative professional
development among experienced teachers. Teaching and Teacher Education, 27(8),
1163 – 1169.
Flores, B., Castro, E., & Hernandez, E. (1996). Mi mami. NJ: Celebration Press.
Freire, A.M. A., & Macedo, D (Eds.). (1998). The Paulo Freire reader. New York, NY:
Continuum.
Freire, P. (1970). Pedagogy of the oppressed. New York, NY: Seabury Press.
Freire, P. (1972). Cultural action for freedom. New York, NY: Penguin Books.

260

Galey, S. (2015). Education politics and policy: Emerging institutions, interests, and ideas.
Policy Studies Journal, 43(1), S12 – S39.
Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice (2nd ed.). New
York, NY: Teachers College Press.
Gee, J. (2004). Reading as situated language: A sociocognitive perspective. In R. Ruddell & N.
Unrau (Eds.), Theoretical models and procesess of reading (5th ed.). (pp. 116 - 132).
Newark, DE: International Reading Association.
Geertz, C. (1973). The interpretation of cultures: Selected essays. New York, NY: Basic Books.

Genishi, C., & Dyson, A.H. (2009). Children, language, and literacy: Diverse learners in
diverse times. New York, NY: Teachers College Press.
Glaser, B., & Strauss, A. L. (1967). The discovery of grounded theory: Strategies for qualitative
research. Chicago, IL: Aldine.
Gonzalez, N., Moll, L., & Amanti, C. (2005). Introduction: Theorizing Practices. In N.
Gonzalez, L.C. Moll, & C. Amanti (Eds.), Funds of knowledge: Theorizing practices in
households, communities, and classrooms (pp. 1 -28). New York, NY: Routledge.
Goodenough, W. (1963). Cooperation in change. New York, NY: Russell Sage Foundation.
Goodman, J. (1988). Constructing a practical philosophy of teachng: A study of preservice
teachers’ professional perspectives. Teacher & Teacher Education, 4, 121- 137.
Gray, W.S., & Arbuthnot, M.H. (1946/1947). More fun with Dick and Jane, 1st primer. Atlanta,
GA: Scott, Foresman and Company.
Green, T. (1971). The activities of teaching. New York, NY: McGraw-Hill.

261

Greeno, J.G., & The Middle-School Mathematics through Applications Project Group. (1997).
Theories and Practices of Thinking and Learning to Think. American Journal of
Education, 106(1), 85-126.
Groen, M. (2012). NCLB: The educational accountability paradigm in historical perspective.
American Educational History Journal, 39(1), 1 – 14.
Guskey, T.R. (2000). Evaluating professional development. Thousand Oaks, CA: Corwin Press,
Inc.
Gutierrez, K. (2000). Teaching and learning in the 21st century. English Education, 32(4), 290 –
298.
Halliday, M. (2004). The place of dialogue in children’s construction of meaning. In R.
Ruddell & N. Unrau (Eds.), Theoretical models and procesess of reading (5th ed.) (pp.
133 - 145). Newark, DE: International Reading Association.
Hammerberg, D. (2004). Comprehension instruction for socioculturally diverse classrooms: A
review of what we know. The Reading Teacher, 57(7), 648 – 658.
Hanks, W.F. (1991). Foreword. In J. Lave & E. Wenger, Situated Learning: Legitimate
peripheral participation. New York, NY: Cambridge University Press.
Hannon, P. (1995) Literacy, home and school: research and practice in teaching literacy with
parents. London, England: Falmer Press.
Hargreaves, A., & Goodson, I. (1996). Teachers’ professional lives: Aspirations and actualities.
In I. F. Goodson & A. Hargreaves (Eds.), Teachers’ professional lives (pp. 1-27).
London: The Falmer Press.
Hawley, W.D., & Nieto, S. (2010). Another inconvenient truth: Race and ethnicity matter.
Educational Leadership, 68(3), 66 – 71.

262

Hawley, W.D., & Valli, L. (1999). The essentials of effective professional development: A new
consensus. In L.Darling-Hammond & G. Sykes (Eds.), Teaching as the learning
profession: Handbook of policy and practice (pp. 127 – 150). San Francisco, CA: JosseyBass Publishers.
Heath, S. (1989). Oral and literate traditions among black Americans living in poverty.
American Psychologist, 44(2), 367 – 373.
Hefflin, B.R. (2002). Learning to develop culturally relevant pedagogy: A lesson about
cornrowed lives. The Urban Review, 34(3), 231 – 250.
Hill, H.C. (2009). Fixing teacher professional development. Phi Delta Kappan, 9 (7), 470 – 476.
Hunt, J.B. (2009). Foreword: Standards-based reform 2.0. In L. Darling-Hammond, R.C. Wei, A.
Andree, N. Richardson, & S. Orphanos, Professional learning in the learning profession:
A status report on teacher development in the United States and abroad. National Staff
Development Council and the School Redesign Network at Stanford University.
Hynds, A., & Sleeter, C. (2011). Professional development from teacher and facilitator
perspectives. In C. E. Sleeter (Ed.), Professional development for culturally responsive
and relationship based pedagogy (pp. 91 – 114). New York, NY: Peter Lang.
Irvine, J.J. (2001). The critical elements of culturally responsive pedagogy: A synthesis of the
research. In J.J. Irvine & B.J. Armento, B.J. (Eds). Culturally responsive teaching:
Lesson planning for elementary and middle grades. New York, NY: McGraw Hill.
Irvine, J.J., & Armento, B.J. (2001). Culturally responsive teaching: Lesson planning for
elementary and middle grades. New York, NY: McGraw Hill.
Jiménez, R., & Gerensten, R. (1999). Lessons and dilemmas derived from the literacy instruction
of two Latina/o teachers. American Educational Research Journal, 36(2), 265-301.

263

Johnson, C.C. (2011). The road to culturally relevant science: Exploring how teachers navigate
change in pedagogy. Journal of Research in Science Teaching, 48(2), 170 -198.
Johnson, C.D., & Altland, V. (2004). No teacher left behind: The development of a professional
collaboration. Literacy Teaching and Learning, 8(2), 63 – 82.
Johnson, R.B., & Onwuegbuzie, A.J. (2004). Mixed methods research: A paradigm whose time
has come. Educational Researcher, 33(7), 14 – 26.
Jones, C. & Shorter-Gooden, K. (2003). Shifting: The double lives of Black women in America.
New York, NY: HarperCollins.
Jordan, C. (1985). Translating culture: From ethnographic information to educational program.
Anthropology and Education Quarterly, 16(2), 105 – 123.
Kang, N., & Hong, M. (2008). Achieving excellence in teacher workforce and equity in learning
opportunities in South Korea. Educational Researcher, 37(4), 200 – 207.
Kessinger, T.A. (2011). Efforts toward educational reform in the United States since 1958: A
review of seven major initiatives. American Educational History Journal, 38(2), 263 –
276.
Kincheloe, J.L., & McLaren, P. (2002). Rethinking critical theory and qualitative research. In Y.
Zou & E.T. Trueba, Ethnography and schools: Qualitative approaches to the study of
education. Lanham, MD: Rowman and Littlefield.
Kincheloe, J.L. & McLaren, P. (2005). In N.K. Denzin & Y.S. Lincoln, The sage handbook of
qualitative research (3rd ed). Thousand Oaks, CA: Sage Publications.
Kirk, L. (2001). Learning to read: Painful mystery or joyful success? Journal of Adolescent &
Adult Literacy, 44(5), 420 – 431.

264

Kozulin, A. (1990). Vygotsky’s psychology: A biography of ideas. Cambridge, MA: Harvard
University Press.
Kozulin, A. (2003). Psychological tools and mediated learning. In A. Kozulin, B. Gindis, V.S.
Ageyev, & S.M. Miller (Eds.), Vygotsky’s educational theory in cultural context (pp. 15–
38). New York: Cambridge University Press.
Krater, J., Zeni, J., & Cason, N.D. (1994). Mirror images: Teaching writing in black and white.
Portsmouth, NH: Heinemann.
Kutz, E. (1997). Language and literacy: Studying discourse in communities and classrooms.
Portsmouth, NH: Boynton/Cook Publishers.
Ladson-Billings, G. (1992). Reading between the lines and beyond the pages: A culturally
relevant approach to literacy teaching. Theory into Practice, 31(4), 312 – 320.
Ladson-Billings, G. (1994). The Dreamkeepers: Successful teachers of African American
children. San Francisco, CA: Jossey-Bass, Inc.
Ladson-Billings, G. (1995a). But that’s just good teaching! The case for culturally relevant
pedagogy. Theory into Practice, 34(3), 159 – 165.
Ladson-Billings, G. (1995b). Toward a theory of culturally relevant pedagogy. American
Educational Research Journal, 32(3), 465 – 491.
Ladson-Billings, G. (1998). Just what is critical race theory and what’s it doing in a nice field
like education? Qualitative Studies in Education, 11 (1), 7 -24.
Lave, J., & Wenger, E. (1991). Situated learning legitimate peripheral participation. New York,
NY: Cambridge Press.
Lee, O. (2004). Teacher change in beliefs and practices in science and literacy instruction with
English language learners. Journal of Research in Science Teaching, 41(1), 65 – 93.

265

Li, G. (2007). Second language and literacy learning in school and at home: A ethnographic
study of Chinese Canadian first graders’ experience. Literacy Teaching and Learning,
11(2), 1 – 31.
Lieberman, A., & Mace, Desiree, H.P. (2008). Teacher learning: The key to educational reform.
Journal of Teacher Education, 59(3), 226 – 234.
Little, J.W. (1993). Teachers’ professional development in a climate of educational reform.
Educational Evaluation and Policy Analysis, 15(2), 129 – 151.
Little, J.W. (1999). Organizing schools for teacher learning. In L. Darling-Hammond & G.
Sykes (Eds.) Teaching as the learning profession: Handbook of policy and practice (pp.
233 – 262). San Francisco, CA: Jossey-Bass Publishers.
Long, R. (2011/2012). Professional development and education policy: Understanding the
current disconnect. Reading Today, 29(3), 29 – 30.
Lortie, D. (1975). Schoolteacher: A sociological study. Chicago, IL: University of Chicago
Press.
Lynn, M., Bacon, J.N., Totten, T.L., Bridges, T.L., & Jennings, M. (2010). Examining teachers’
beliefs about African American male students in a low-performing high school in an
African American school district. Teachers College Record, 112(1), 289 -330.
Lyons, C.A. (1996). Applying constructivist principles in Reading Recovery professional
development classes: Insights from seven hundred teacher leaders. Network News, 6 – 8.
Macias, J. (1987). The hidden curriculum of Papago teachers: American Indian strategies for
mitigating cultural discontinuity in early schooling. In G. Spindler & L. Spindler (Eds.),
Interpretive ethnography at home and abroad (pp. 363 – 380). Hillsdale, NJ: Lawrence
Erlbaum Associates.

266

Marvin, C., & Gaffney, J. (1999). The effects of reading recovery on children’s home literacy
experiences. Literacy Teaching and Learning, 4(2), 51 – 80.
Marx, R.W., Blumenfeld, P.C., Krajcik, J.S., Blunk, M., Crawford, B., Kelly, B., & Meyer, K.M.
(1994). Enacting project-based science: Experiences of four middle-grade teachers.
Elementary School Journal, 94(5), 498 -517.
Marx, R.W, Blumenfeld, P.C., Krajcik, J.S., & Soloway, E. (1997). Enacting project-based
science. The Elementary School Journal, 97(4), 341-358.
Maskit, D. (2011). Teachers’ attitudes toward pedagogical changes during various stages of
professional development. Teaching and Teacher Education, 27(5), 851 – 860.
May, L. (2011). Animating talk and texts: Culturally relevant teacher read-alouds of
informational texts. Journal of Literacy Research, 43 (3), 3 – 38.
McAllister, G., & Irvine, J.J. (2002). The role of empathy in teaching culturally diverse students:
A qualitative study of teachers’ beliefs. Journal of Teacher Education, 53(5), 433 – 443.
McDiarmid, G.W. (1992). What to do about differences? A study of multicultural education for
teacher trainees in the Los Angeles Unified School District. Journal of Teacher
Education, 43(2), 82 -93.
McLellan, H. (1996). Situated learning: Multiple perspectives. In H. McLellan (Ed.), Situated
learning perspectives (pp. 5–17). New Jersey: Educational Technology Publications.
McMillion, G.M.T., & Edwards, P.A. (2008). Examining shared domains of literacy in the
church and school of African American children. In J. Flood, S.B. Heath, & D. Lapp
(Eds.), Handbook of research on teaching literacy through communicative and visual
arts (Vol. II, pp. 319 – 328). New York, NY: Erlbaum.

267

McNaughton, S. (1999). Developmental diversity and beginning literacy instruction at school. In
J. Gaffney, & B. Askew (Eds). Stirring the waters: The influences of Marie Clay, (pp. 3 16). Portsmouth, NH: Heinemann.
Messing, J. (2005). Social reconstructions of schooling: Teacher evaluations of what they
learned from participation in the funds of knowledge project. In Gonzalez, N., Moll, L.,
& Amanti C. (Eds.). Funds of knowledge: Theorizing practices in households,
communities and classrooms. (pp. 183 – 197). New York, New York: Routledge Taylor
and Francis Group.
Miller, E.T. (2010). An interrogation of the “If Only” mentality: One teacher’s deficit
perspective put on trial. Early Childhood Education Journal, 38(4), 243 – 249.
Miller, B., Lord, B., & Dorney, J. (1994). Summary report. Staff development for teachers: A
study of configurations and costs in four districts. Newton, MA: Education Development
Center.
Mohatt, G., & Erickson, F. (1981). Cultural differences in teaching styles in an Odawa school: A
sociolinguistics approach. In H. Trueba, G. Guthrie, & K. Au (Eds.), Culture and the
bilingual classroom: Studies in classroom ethnography (pp. 105 – 119). Rowley, MA:
Newbury House.
Moll, L.C., Amanti, C., Neff, D., & Gonzalez, N. (1992). Funds of knowledge for teaching:
Using a qualitative approach to connect homes and classrooms. Theory into Practice,
31(2), 132- 141.
Moll, L., Amanti, C., Neff, D., & Gonzalez, N. (2005). Funds of knowledge for teaching: Using
a qualitative approach to connect homes and classrooms. In Gonzalez, N., Moll, L., &
Amanti C. (Eds.). Funds of knowledge: Theorizing practices in households, communities

268

and classrooms. (pp. 71 – 87). New York, New York: Routledge Taylor and Francis
Group.
National Professional Development Center on Inclusion (2008). What do we mean by
professional development in the early childhood field. Chapel Hill, NC: University of
North Carolina, FPG Child Development Institute.
National School Reform Faculty. (2014). Original NSRF protocols and activities. Retrieved
from: nsrfharmony.org/protocols.html.
Nespor, J. (1987). The role of beliefs in the practice of teaching. Journal of Curriculum Studies,
19(4), 317 – 328.
New, R. (2003). Early literacy and developmentally appropriate practice: Rethinking the
paradigm. In N. Hall, J. Larson, J. Marsh (Eds.), Handbook of early literacy development
(pp. 245- 262). London: Sage.
New South Wales Department of Education and Community. (2011). Does Reading Recovery
work? Retrieved from:
http://www.curriculumsupport.education.nsw.gov.au/earlyyears/reading/read_recov/read
_recov_work.htm.
Nieto, S. (2013). Finding joy in teaching students of diverse backgrounds: Culturally responsive
and socially just practices in U.S. classrooms. Portsmouth, NH: Heinemann.
Nisbett, R., & Ross, L. (1980). Human inference: Strategies and shortcomings of social
judgement. Englewood Cliffs, NJ: Prentice-Hall.
O’Donnell, V.L., & Tobbell, J. (2007). The transition of adult students to higher education:
Legitimate peripheral participation in a community of practice. Adult Education
Quarterly, 57(4), 312 – 328.

269

Opfer, V. D., & Pedder, D. (2011). Conceptualizing teacher professional learning. Review of
Educational Research, (3), 376. doi:10.2307/23014297.
Organisation for Economic Cooperation and Development (OECD). (2005). Teachers matter:
Attracting, developing, and retaining effective teachers. Paris, France: OECD.
Pajares, F. (1992). Teachers’ beliefs and educational research: cleaning up a messy construct.
Review of Educational Research, 62, 307–332. doi:10.3102/00346543062003307.
Pandya, J.Z. (2012). A scale of analysis of the effects of US federal policy. Pedagogies, 7(2),
115 – 131.
Paris, D. (2012). Culturally sustaining pedagogy: A need to change stance, terminology, and
practice. Educational Researcher, 41(9), 93 – 97.
Perry, K.H. (2012). What is literacy? – A critical overview of sociocultural perspectives. Journal
of Language & Literacy Education, 8(1), 50 – 71.
Pewewardy, C. (2005). Shared journaling: A methodology for engaging white preservice
students into multicultural education discourse. Teacher Education Quarterly, 32(1), 41 –
60.
Population and Survey Analysts. (2014). Demographic update. Retrieved from
http://www.lcisd.org/docs/default-source/general-information/demographic-reports/2014demographics-report.pdf?sfvrsn=2.
Porter, A.C., Garet, M.S., Desimone, L, Yoon, K.S., & Birman, B.F. (2000). Does professional
development change teaching practice: Results from a three-year study. (Research
Report No. DOC-2001-01). Jessup, MD: Educational Publications Center, U.S.
Department of Education.

270

Potter, G. (2007/2008). Sociocultural diversity and literacy teaching in complex times: The
challenges for early childhood educators. Childhood Education, 84(2), 64 – 69.
Prior, L. (2003). Using documents in social research. Washington, DC: SAGE.
Punch, K. (2005). Introduction to social research: Quantitative and qualitative approaches. (2nd
ed.). Thousand Oaks, CA: Sage Publications Inc.
Rabbits. (1979). Glenview, IL: Scott Foresman and Company.
Randell, B. (1995). Ben’s dad. Barrington, IL: Rigby Education.
Randell, B. (1996 a). Mushrooms for dinner. Barrington, IL: Rigby Education.
Randell, B. (1996 b). The photo book. Barrington, IL: Rigby Education.
Randell, B. (1996c). Jolly Roger, the pirate. Wellington, NZ: Nelson Price Milburn.
Randell, B. (2001). El papa de Julio. Barrington, IL: Rigby Education.
Randell, B. (2006 a). Ben’s red car. Austin, TX: Harcourt Achieve Inc.
Randell, B. (2006 b). Fire! Fire! Austin, TX: Harcourt Achieve Inc.
Randell, B. (2006 c). Little bulldozer. Austin, TX: Harcourt Achieve Inc.
Randell, B., Giles, J., & Smith, A. (1996). Look at me. Crystal Lake, IL: Reed Elsevier, Inc.
Randell, B., Giles, J., & Smith, A. (2006). The way I go to school. Austin, TX: Harcourt
Achieve Inc.
Razfar, A., & Gutierrez, K. (2003). Reconceptualizing early childhood literacy: The
sociocultural influence. In N. Hall, J. Larson, J. Marsh (Eds.), Handbook of early literacy
development (pp. 34 - 47). London: Sage.
Reading Recovery of Council of North America. (2001). The Observation Survey. Retrieved
January 16, 2012.
http://readingrecovery.org/reading_recovery/accountability/observation/index.asp.

271

Reading Recovery Council of North America (RRCNA). (2014). Lessons. Retrieved from:
http://readingrecovery.org/reading-recovery.
Reading Recovery of Council North America. (2002). More than one million children served:
Reading Recovery results, 2000 – 2001 (Report number: ED 471827). Columbus, OH:
Reading Recovery Council of North America.
Reading Recovery Council of North America. (2013). Invest in your profession, transform lives:
Annual report, 2012 – 2013. Retrieved from:
http://readingrecovery.org/images/pdfs/RRCNA/annual_report_2012-13.pdf.
Reading Recovery Council of North America (RRCNA). (2014). Ongoing professional
development is at the heart of Reading Recovery's success and is specified in the
standards and guidelines for the United States and Canada. Retrieved from
http://readingrecovery.org/reading-recovery/training/ongoing-training.
Reading Recovery Europe. (2013). Reading Recovery in United Kingdom and the Republic of
Ireland: 2012 – 2013. London, England: European Centre for Reading Recovery,
Institute of Education, University of London.
Reinking, D., & Bradley, B.A. (2008). On formative and design experiments: Approaches to
language and literacy research. New York, NY: Teachers College.
Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J.P. Sikula, T. J.
Buttery, & E. Guyton (Eds.), Handbook of research on teacher education : a project of
the Association of Teacher Educators (pp. 102- 119). New York, NY : Macmillan Library
Reference.
Roehrig, G.H., Dubosarsky, M., Mason, A., Carlson, S., & Murphy, B. (2011). We look more,
listen more, notice Mme: Impact of sustained professional development on Head Start

272

teachers’ inquiry-based and culturally-relevant science teaching practices. Journal of
Science Education and Technology, 20(5), 566 – 578.
Rokeach, M. (1968). Beliefs, attitudes, and values: A theory of organization and change. San
Francisco, CA: Jossey-Bass.
Rose, M. (2015). School reform fails the test. American Scholar, 84(1), 18 – 30.
Rubin, D.I., & Kazanjian, C.J. (2011). “Just another brick in the wall”: Standardization and the
devaluing of education. Journal of Curriculum and Instruction, 5(2), 94 – 108.
Sandholtz, J.H. (1999). A companion of direct and indirect professional development activities.
Paper presented at the annual meeting of the American Educational Research
Association. Montreal, Canada.
Savage, C., & Hindle, R. (2011). Culturally responsive pedagogies across the curriculum: What
teachers say and do. In C. E. Sleeter (Ed.), Professional development for culturally
responsive and relationship based pedagogy (pp. 115 – 138). New York, NY: Peter
Lang.
Schleicher, A. (2011). Lessons from the world on effective teaching and learning environments.
Journal of Teacher Education, 62(2), 202 – 221.
Schmidt, P.R. (1998). The ABC’s of cultural understanding and communication. Equity &
Excellence in Education, 31(2), 28 – 38.
Schmidt, P.R. (1999). Focus on the research: Know thyself and understand others. Language
Arts, 76(4), 332 – 340.
Schmitt, B., Askew, B., Fountas, I., & Lyons, C., Pinnell, G. (2005). Changing futures: The
influence of Reading Recovery in the United States. Worthington, OH: Reading
Recovery Council of North America.

273

Schulz, M., & Kantor, R. (2005). Understanding the home-school interface in a culturally diverse
family. Literacy Teaching and Learning, 10(1), 59 – 79.
Schwartz, R.M. (2005). Literacy learning of at-risk first-grade students in Reading Recovery
early intervention. Journal of Educational Psychology, 97(2), 257 – 267.
Schwartz, R. (2006). Supporting teacher learning: Reading Recovery as a community of practice.
Journal of Reading Recovery, 6(1), 49 – 55.
Shanahan, T., & Barr, R. (1995). Reading Recovery: An independent evaluation of the effects of
an early instructional intervention for 'at risk learners. Reading Research Quarterly,
30(4), 958-996.
Shin, M. (2012). “Whole teacher” crisis: Examining pre-service student teachers’ perceptions of
professionalism. International Journal of Education, 4(4), 134 – 143.
Shteiman, Y., Gidron, A., & Eilon, B. (2013). Writing, knowledge, and professional
development of teacher educators. In M. Ben Peretz (Ed.). Teacher educators as
members of an evolving profession (pp. 169 – 188). New York, NY: Rowman &
Littlefield Publishers, Inc.
Simpson, A., Montgomery, M.M. (2007). Reading Recovery professional development meets the
standard. Journal of Reading Recovery, 6(2), 36 – 40.
Sleeter, C. (Ed.). (2011). Professional development for culturally responsive and relationship
based pedagogy. New York, NY: Peter Lang.
Smith, A., Randell, B., & Giles, J. (2006). Dad’s ship. Austin, TX: Harcourt Achieve Inc.
Smith, M.L., & Shepherd, L.A. (1988). Kindergarten readiness and retention: a qualitative study
of teachers’ beliefs and practices. American Educational Research Journal, 25(3), 307 –
333.

274

Smylie, M.A. (1995). Teacher learning in the workplace: Implications for school report. In T.R.
Guskey, & M. Huberman (Eds.), Professional development in education: New paradigms
and practices (pp. 92 – 113). New York, NY: Teachers College, Columbia University.
Solórzano, D.G., & Yosso, T.J. (2000). Toward a critical race theory of Chicana and Chicano
education. In C. Tejeda, C. Martinez, Z., Leonardo, In charting new terrains of
Chicana(o)/Latina(o) education (pp. 35 – 65). Cresskill, NJ: Hampton Press.
Souto-Manning, M. (2006). A Latina teacher’s journal: Reflections on language, culture, literacy
and discourse practices. Journal of Latinos and Education, 5(4), 293 – 304.
Souto-Manning, M. (2009). Negotiating culturally responsive pedagogy through multicultural
children’s literature: Toward critical democratic literacy practices in a first grade
classroom. Journal of Early Childhood Literacy, 9(50), 50 -74.
Souto-Manning, M., & Mitchell, C.H. (2010). The role of action research in fostering culturallyresponsive practices in a preschool classroom. Early Childhood Education Journal, 37
(4), 269 -277.
Spear-Swerling, L. (2004). A road map for understanding reading disability and other reading
problems: Origins, prevention, and intervention. In R. Ruddell & N. Unrau (Eds.),
Theoretical models and procesess of reading (5th ed.) (pp. 517 - 573). Newark, DE:
International Reading Association.
Stanovich, K. (2004). Matthew effects in reading: Some consequences of individual differences
in the acquisition of literacy. In R. Ruddell & N. Unrau (Eds.), Theoretical models and
procesess of reading (5th ed.) (pp. 454 - 516). Newark, DE: International Reading
Association.
Stewart, V. (2010/2011). Raising teacher quality. Educational Leadership, 68(4), 16 – 20.

275

Stipek, D.J., Givvin, K. B., Salmon, J.M., & MacGyvers, V.L. (2001). Teachers’ beliefs and
practices related to mathematics instruction. Teaching and Teacher Education, 17, 213 226.
Sykes, G. (1999). Teacher and student learning: Strengthening their connection. In L. Darling
Hammond & G. Sykes, Teaching as the learning profession: Handbook of policy and
practice. San Francisco, CA: Jossey-Bass.
Swars, S.L., Meyers, B., Mays, L.C., & Lack, B. (2009). A two-dimensional model of teacher
retention and mobility: Classroom teachers and their university partners take a closer look
at a vexing problem. Journal of Teacher Education, 60(2), 168 – 183.
Taylor, D., & Dorsey-Gaines, C. (1988). Growing up literate: Learning from inner-city families.
Portsmouth, New Hampshire: Heinemann.
Taylor, L., Bernhard, J., Garg, S., & Cummins, J. (2008). Affirming plural belonging: Building
on students’ family-based cultural and linguistic capital through multiliteracies pedagogy.
Journal of Early Childhood Literacy, 8(3), 269 – 294.
TEA Division of Performance Reporting. (2012-2013). Texas academic performance report:
2012 – 2013 district profile. Retrieved from
http://ritter.tea.state.tx.us/perfreport/tapr/2013/static/district/d079901.pdf.
Texas Education Agency. (2013/2014). 2013 – 2014 School report card. Retrieved from:
http://ritter.tea.state.tx.us/perfreport/src/2014/campus.srch.html.
Tilleman, H.H., & Imants, J.G.M. (1995). Training for the professional development of
teaching. In T.R. Guskey & M. Huberman (Eds.), Professional development in
education: New paradigms and practices (pp. 135 – 150). New York, NY: Teachers
College, Columbia University.

276

Tobin, K. (1990). Changing metaphors and beliefs: A master switch for teaching? Theory into
Practice, 29(2), 122 – 127.
Torres-Guzmán, M.E., Hunt, V., Torres, I.M., Madrigal, R, Flecha, I, Lukas, S., & Jaar, A.
(2006). Teacher study groups: In search of teaching freedom. The New Educator, 2(3),
207-226.
Tracey, D.H., & Morrow, L.M. (2012). Lenses on reading: An introduction to theories and
models (2nd ed.). New York: NY: Guilford Press.
Tracy, S.J. (2010). Qualitative quality: Eight “big tent” criteria for excellent qualitative research.
Qualitative Inquiry, 16(10), 837 – 851.
Turner, J., Bogner Warzon, K., & Christensen, A. (2011, June). Motivating mathematics
learning: Changes in teachers’ practices and beliefs during a nine-month collaboration.
American Educational Research Journal, 48(3), 718 – 762.
Valenzuela, A. (1999). Subtractive Schooling: U.S.-Mexican Youth and the Politics of Caring.
Albany, NY: State University of New York Press.
van Es, E. A., & Sherin, M. G. (2002). Learning to notice: Scaffolding new teachers’
interpretations of classroom interactions. Journal of Technology and Teacher Education,
10(4), 571–596.
Van Fleet, A. (1979). Learning to teach: The cultural transmission analogy. Journal of Thought,
14, 281 – 290.
Van Steensel, R. (2006). Relations between socio-cultural factors, the home literacy environment
and children’s literacy development in the first years of primary education. Journal of
Research in Reading, 29(4), 367 – 382. Doi: 10.111/j.1467-9817.2006.00301.x.

277

Vogt, L., Jordan, C., & Tharp, R. (1987). Explaining school failure, producing school success:
Two cases. Anthropology and Education Quarterly, 18(4), 276 – 286.
Vygotsky, L.S. (1934/1986). Thought and language. Cambridge, MA: The MIT Press.
Vygotsky, L.S. (1960). Razvitie vysshikh psikhicheskikh funktsii [The development of the higher
mental functions]. Moscow: APN.
Vygotsky, L.S. (1983). Sobraniye Sochinenii [Collected Works]: Vol. 5. Moscow, Russia:
Pedagogika Publisher.
Wang, J., & Hartley, K. (2003). Video technology as a support for teacher education reform.
Journal of Technology and Teacher Education, 11(1), 105–138.
Wang, L., Bruce, C., & Hughes, H. (2011). Sociocultural theories and their application in
information literacy research and education. Australian Academic & Research Libraries,
42(4), 296 – 307.
Wasik, B.A., & Slavin, R.E. (1993). Preventing early reading failure with one-to-one tutoring: A
review of five programs. Reading Research Quarterly, 28(3), 179-200.
Wenger, E., McDermott, R., & Snyder, W.M. (2002). Cultivating communities of practice.
Boston, MA: Harvard Business School Press.
Westwood, P.S. (1995). Teachers’ beliefs and expectations concerning students with learning
difficulties. Australian Journal of Remedial Education, 27(2), 19 -21.
Westwood, P., Knight, B. A., & Redden, E. (1997). Assessing teachers’ beliefs about literacy
acquisition: The development of the teachers’ beliefs about literacy questionnaire
(TBALQ). Journal of Research in Reading, 20(3), 224.
What Works Clearinghouse. (2008). WWC Intervention Report. U.S. Department of Education.
Retrieved from:

278

https://readingrecovery.org/images/pdfs/Reading_Recovery/Research_and_Evaluation/w
wc_reading_recovery_report_08.pdf.
What Works Clearinghouse. (2013). WWC Intervention Report. U.S. Department of Education.
Retrieved from:
http://ies.ed.gov/ncee/wwc/pdf/intervention_reports/wwc_readrecovery_071613.pdf

Whitenack, D.A., & Swanson, P.E. (2013). The transformative potential of boundary spanners:
A narrative inquiry into preservice teacher education and professional development in an
NCLB-impacted context. Education Policy Analysis Archives, 21(57), 1 – 16.
Winn Tutwiler, S. (2005). Teachers as collaborative partners. New Jersey: Lawrence Erlbaum
Associates, Publishers.
Wong, H.R., Britton, T., & Ganser, T. (2005). What he world can teach us about new teacher
induction. The Phi Delta Kappan, 86(5), 379 – 384.
Woodside-Jiron, H. (2003). Critical policy analysis: Researching the roles of cultural models,
power, and expertise in reading policy. Reading Research Quarterly, 38(4), 530 – 536.
Yilmaz, K. (2013). Comparison of quantitative and qualitative research traditions:
Epistemological, theoretical and methodological differences. European Journal of
Education, 48(2), 311 – 325.
Yosso, T., Villalpando, O., Bernal, D.D., & Solórzano, D.G. (2001). Critical race theory in
Chicana/O education. Paper presented at National Association for Chicana and Chicano
Studies Annual Conference. Tucson, AZ.
http://scholarworks.sjsu.edu/naccs/2001/Proceedings/9

279

APPENDICES
APPENDIX A
Learning Opportunities Offered to Participating Teachers

Learning
Opportunity
Selected Readings

Description
For this learning opportunity, teachers will be offered an array of
literature to extend their thinking and learning about culturally
responsive teaching, the reasons why this type of instruction is needed,
and ways it might be enacted.
Initially, I will offer reading that address why culturally
responsive instruction is necessary for our culturally and linguistically
diverse students. In a chapter entitled, “Education in a Multicultural
Society: Our Future’s Greatest Challenge”, Delpit (1995) outlines
reasons for cultural clashes between students and school and offers
teachers some suggestions for alleviating this mismatch. In the article,
“Teaching Struggling Readers: Capitalizing on Diversity for Effective
Learning”, Compton-Lilly (2008), suggests teachers need to consider
students’ reading processes as well as their ways of being when
instructing struggling readers.
I will also offer readings on culturally responsive teaching from
notable researchers in the field including Gay (2010), Irvine (2001),
Ladson-Billings (1995) and Nieto (2013). These readings will help
teachers to understand the concept of culturally responsive teaching and
ways it can be enacted. Since these readings are intended to provide
teachers with some background on culturally responsive teaching, I
would offer teachers excerpts from these readings as to not overwhelm
them with information.
Although the previous reading offer ways culturally responsive
teaching can be enacted, I will also provide teachers with a wider array
of specific examples that could be modified for the Reading Recovery
framework. An article by Taylor, Bernhard, Garg and Cummins (2008)
entitled “Affirming Plural Belonging: Building on Students’ FamilyBased Cultural and Linguistic Capital Through Multiliteracies
Pedagogy” offers that students can be engaged in culturally relevant and
meaningful curriculum that acknowledges and involves parents as
experts through the use of a “Dual Language, Multimodal, Identity
Text”. Compton-Lilly (2006) in her article, “Identity, childhood culture,
and literacy learning: A case study” demonstrates possible ways for
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Reading Recovery teachers to learn about their students and utilize
students’ cultural resources to support their literacy learning.
Although I have provided a list of possible of readings that may
enhance their thinking and learning, this list is not exhaustive. I expect I
will be searching for additional readings throughout the professional
development to support teachers’ specific needs and inquiries. While
this list includes possible readings, teachers will ultimately make the
decision about what to read and how much. We may decide to all read a
text collaboratively and work through key elements together or we may
decide to jigsaw readings and share our learnings with the group to
provide a more extensive view. Teachers will also have the option to
offer possible readings. These decisions will be made collaboratively
and throughout the course of our professional development.
A literacy walk in
Bausch (2003), understanding literacy as a social practice,
students’
investigated and documented the local literacies in the community.
community to
Through her investigation, she discovered the vastness and diversity of
examine local
literacies in the community. As a result, she was able to design her
literacies
classroom curriculum in way that supported her students’ meaning
construction. In this learning opportunity, teachers would be asked to
explore their students’ community documenting local literacies and
literacy interactions. Teachers could also include their students in their
investigation of their local literacies.
ABC autobiography
Schmidt created the model known as the ABC's of Cultural
Understanding and Communication (Schmidt, 1999) as a way for
teachers to become culturally sensitive in order to think about ways to
communicate and connect with students and families from minority
populations. This model includes writing autobiographies, interviewing
people from other cultures, performing cross-cultural analyses in order
to study differences, and planning strategies for home/school
communication (Schmidt, 1998). Schmidt (1998) found that teachers
participating in this model developed self-knowledge and understanding
of their own cultures and gained an appreciation for differences between
cultures. Through this learning opportunity, teachers would document
their autobiography in a way that was productive and meaningful for
them, interview someone of a different cultural background, and make
cross-cultural comparisons.
Bafa Bafa crossBafa Bafa is a cross-cultural simulation. McAllister and Irvine
cultural simulation (2002) explain that participants become members of two different
cultures (alpha and beta) by learning and enacting the norms of their
culture as laid out in the simulation’s instructions. Participants then
have the opportunity to visit the other culture allowing them to
experience the affective component associated with an initial immersion
trip. Teachers would then discuss their experience in the cross cultural
simulation and consider how this experience relates to their students and
how it has impacted their thinking.
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Experiences to
Moll, Amanti, Neff and Gonzalez (2005) defined funds of
learn about students knowledge as the “historically accumulated and culturally developed
and their families
bodies of knowledge and skills essential for household or individual
function and well-being” (p.72). This concept acknowledged the
knowledge and experiences of students and their communities as a
relevant and valuable resource for school learning. Through
conversations with parents during home visits, teachers in this study
learned about family histories, labor histories, regular household
activities and beliefs about parenting enabling them to have a more
complete understanding of their students. Teachers, as a result, viewed
“households as repositories for knowledge” (Messing, 2005, p. 186) that
could be used to shape a more meaningful school curriculum. Building
on the notion of funds of knowledge, teachers participating in this
learning opportunity, will get to know their students and their families.
Teachers may choose to attend the student’s sporting event with the
family, participate in a community or religious event with the family,
invite the family over for dinner, visit the family’s home, or have a
conversation with a parent over coffee. We will discuss which approach
may be best received by their students’ families.
Reflection on
Calandra, Brantley-Dias, Lee and Fox (2009) and others (van Es
video-taped lesson
& Sherin, 2002; Wang & Hartley, 2003) agree that the utilization of
video technologies can provide authentic, meaningful and reflective
experiences for teachers. This format enables teachers to remove
themselves from the demands of the classroom in order to examine
classroom events more closely. These affordances provide teachers
with the context necessary to observe and reflect more critically on
teaching and learning in action (Calandra et al., 2009; Wang & Hartley,
2003). Video-enhanced reflection encourages teachers to make sense of
situations, to identify what is noteworthy about a particular situation,
and to make connections between specific events and the broader ideas
they represent (van Es & Sherin, 2002). Further, video-enhance
reflection helps teachers to identify, assess, and transform their ideas
through self-examination of their own teaching practice (Wang &
Hartley, 2003) allowing video-enhanced reflection to assume a
generative nature. Teachers will be asked to video-tape on lesson each
month for each of their participating students throughout the duration of
the study. For this learning opportunity, teachers can decide how they
would like to reflect on these lessons - individually outside of the
professional development or during the professional development in
pairs or small groups. Viewing these lessons, teachers will discuss their
reflections regarding the ways their teaching practices supported
sociocultural and linguistic differences of students. Teachers may also
chose to share select clips from their lessons that demonstrates
culturally responsive teaching with entire group.
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APPENDIX B

May 2014

June 2014
July 2014

August 2014
September 2014

October 2014

November 2014

December 2014

January 2015

Timeline for my Research Study
Complete the writing of my Prospectus
Submit Prospectus announcement
Work on IRB proposal for university and school districts
Update CITI training
Submit IRB proposal to school district
Defend prospectus
Submit IRB proposal to university
Receive IRB approval from Lincoln CISD
Prepare for initial interview and learning opportunities for
professional development sessions
Continue to work towards IRB approval through university
Meet with advisor as needed
Receive IRB approval from university
Submit IRB to Spring ISD
Select participants for study from Lincoln CISD
Explain IRB consent forms and have participating teachers
complete them
Conduct initial semi-structured interviews with all
participating teachers
Transcribe interviews
Facilitate two professional development sessions
Transcribe professional development sessions
Continue ongoing data analysis recording thinking in memos
Meet with advisor as needed
Facilitate two professional development sessions
Transcribe professional development sessions
Continue ongoing data analysis recording thinking in memos
Meet with advisor as needed
Facilitate two professional development sessions
Transcribe professional development sessions
Continue ongoing data analysis recording thinking in memos
Meet with advisor as needed
Facilitate one professional development session
Conduct final semi-structured interviews with participants
Transcribe professional development session and final
interviews
Continue ongoing data analysis recording thinking in memos
Meet with advisor as needed
Conduct data analysis
Write and summarize findings
Meet with advisor as needed
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APPENDIX C
Questions for Initial, Semi-Structured Interviews
August 2014
1. Describe what your family or home life was like when you were growing up.
2. Tell me about some of the literacy routines, materials, or practices you remember as a
child in your home setting.
3. Tell me about your experiences as a young learner in school.
4. Describe how your home and early school experiences impacted you as a learner and now
as a teacher.
5. Tell me how you define literacy.
6. Describe some best practices in literacy instruction.
7. Describe the two Reading Recovery students that you will be studying in our professional
development academically, socially, and culturally.
8. Describe these students’ strengths and weaknesses.
9. Tell me about your students’ literacy experiences at school and in their home and
community.
10. Describe the ways you utilize students’ academic, social, linguistic, and cultural strengths
as a Reading Recovery teacher.
11. Describe the ways you learn about your students’ academic, social, linguistic, and
cultural strengths.
12. Tell me why you decided to participate in a professional development about culturally
responsive teaching.
13. Tell me what you hope to learn/accomplish through this professional development.
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APPENDIX D
Questions for Final, Semi-Structured Interviews
December 2014
1. Tell me about your professional development experiences this semester.
2. Describe your role in the professional development.
3. Describe how the format the professional development impacted you as a learner and as a
teacher?
4. Describe some learning opportunities that you found to be helpful.
5. Describe how our work together has impacted your thinking personally and
professionally?
6. Tell me how you define literacy.
7. Describe some best practices in literacy instruction.
8. Describe if and how your thinking about literacy has changed?
9. Tell me what culturally responsive teaching means to you.
10. Describe your Reading Recovery students academically, socially, and culturally.
11. Describe these students’ strengths and weaknesses.
12. Tell me about your students’ literacy experiences at school and in their home and
community.
13. Describe if and how your views of your students have been impacted by your experiences
in this professional development.
14. Describe the ways you utilize students’ academic, social, linguistic, and cultural strengths
as a Reading Recovery teacher.
15. Describe if and how your teaching practices have changed.
16. Describe the ways you learn about your students’ academic, social, linguistic, and
cultural strengths.
17. Describe if and how these approaches have changed.
18. Describe if and how you will approach your next round of students differently.
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APPENDIX E

1.

2.
3.
4.

Group Debriefing Questions
Describe if and how your thinking about your students and your role as a teacher in
students’ literacy learning have been impacted by your experiences in this professional
development.
Describe if and how your teaching practices have been impacted by your experiences in
this professional development.
What are the learning opportunities have been beneficial to you as a learner and as a
Reading Recovery teacher?
Which learning opportunities should be modified to better meet your needs as a learner
and as a Reading Recovery teacher?
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APPENDIX F
Community Building Protocols
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APPENDIX G
Reflection Protocols
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APPENDIX H
Observation Protocols
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APPENDIX I
Text Protocols
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APPENDIX J
Data Analysis Process

Category

Shifts in teaching practices

Shifts in relationship building

Shifts in reflective thinking

Codes within category
Adapting teacher language to match students’
language
Book introductions
Book selection
Building background
Capitalizing on students' interests
Composing
Conversation
Creating books
Explicit instruction on school culture
Explicit instruction on school language
Including students’ culture
Kinesthetic
Learning about students' academically
Learning about students' culturally
Learning about students' linguistically
Learning about students' socially
Linking familiar to new
Making learning concrete
Making learning easy
Modifying books
Reading
Real life connection
Teaching new language structures
Teaching prompts
Utilizing academic knowledge
Utilizing cultural knowledge
Utilizing linguistic knowledge
Utilizing social knowledge
Validating students’ language
Valuing culture
Interactions with parents
Parents as partners
Student/teacher relationship
Supporting students outside of school
Teacher relationship with parents
Barriers of CRT
Barriers of relationship building with families

Frequency
2
8
12
6
64
3
10
20
10
19
1
4
33
44
42
77
38
3
9
5
7
4
10
5
10
25
65
17
14
3
34
23
45
3
41
7
4
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Attributes of culturally responsive
teachers

Effects of culturally responsive
teaching

Challenges of not knowing students' culture
Conflict between CRT & educational climate
Considering power
Considering race
Critique
Identifying areas of need
Negotiating CRT with RR
Questioning
Reflection on culture
Reflection on language
Role of multiple identities
Self-reflective
Shift in thinking
Teacher assumptions
Understanding of literacy
Acceptance
Building agency
Building self-esteem
Caring
Celebrates success
Establishing trust
High expectations
Individualized response
Interest in students' lives
Investing time and effort
Keeping perspective
Nurturing whole child
Open communication
Open mindedness
Perspective taking
Respect
Respecting cultural norms
Responding to students' flexibly
Responsive
Scaffolding
Sharing of yourself
Social justice
Strategic
Teacher's disposition
Teaching ownership
Writing as an outlet for feelings
Advocating for family
Advocating for student

2
3
9
18
4
1
34
20
7
31
21
88
40
20
34
10
1
12
43
1
7
24
12
8
6
4
15
3
1
10
1
2
8
6
8
7
9
13
24
2
3
4
14
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Effects of building background
Effects of relationship with family
Effects of teacher relationship with student
Effects of utilizing students' culture
Effects of utilizing students' language
Shift in student

Codes related to professional development
Category
Codes within category
Collaborative brainstorming
Consider others' perspectives
Exposure to literature
Learn from others
Link theory to practice
Learning from others
Making meaning by sharing experiences
Review of Reading Recovery principles
Sharing teaching strategies
Social construction of knowledge
Time for dialogue
Clear expectations
Common focus
Common focus
Explicitly stated expectations
Included in decision making
Confidentiality
Guided
Incentive to try new things
Modeling self-reflection
Safe environment
Positive
Relationships
Safe environment
Time to prepare
Voluntary participation
Flexibility
Interactive
Multiple routes for learning
Time for reflection
Variation
Ways to process

1
15
19
9
6
12

Frequency
27
6
2
2
5
87
6
12
1
8
4
6
3
6
1
5
1
8
2
4
19
1
5
14
3
7
4
1
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Codes related to participants
Category

Home life

School life

Professional life

International experience

Beliefs

Codes within category
Challenges at home
Effects of home challenges
Home literacy materials
Home literacy practices
Relationship with family
Ways of life
Challenges at school
Positive effect of school experience
Positive school experience
Reading and writing in native language
Schooling in second language
Advocating for best practices
Conflict between belief and Reading
Recovery
Current work challenges
Goals for professional development
Practice impacted by experience
School literacy practices
Challenges adjusting
International experience
Belief about culture
Belief about instruction
Belief about language
Belief about parents' roles
Belief about role of the teacher
Belief about student
Belief impacted by life experience

Frequency
9
4
14
14
12
33
9
2
5
24
11
8
3
21
1
5
15
7
20
2
14
4
4
22
8
15

